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ALICE WICKERSHAM TERRY
A Case Study of Community Action Service Learning on Young, Gifted Adolescents and
Their Community
(Under the direction of BONNIE CRAMOND)
This study documents the evolution of service learning in America and the types
of service learning. This case study examined the perception of 28 young, gifted
adolescents involved in a Community Action service learning project toward their
project, the effects of this involvement upon them, the impact of the project on the rural
community, and the effects of the methodology that was used in the classroom from
1998-2000. The study examined this case in relation to an earlier pilot study by the
researcher.
Data were gathered through focus group and individual interviews, observations,
and a review of documents. The importance of service learning to the young, gifted
panicipants in this study was highlighted in the following themes emerging from the
data: methodology, attitudes, student development, empowerment, committnent, and
effects of celebration.
The experiences from this project gave the students opportunities to grow
academically, intellectually, personally, creatively, and socially. Through their
panicipation in this Community Action service learning project, the students began to see
outside the walls of their classroom into the community beyond. Civic awareness and
responsibility were developed. Basic skills were propped up. while the students' sense of
responsibility toward their community and each other developed. They leamed how to
creatively elicit ideas to improve their community.

This project had both a direct and an indirect impact on the community. Directly,
it led to beautification of the downtown area and educated the community about its
historic resources. Indirectly, it led to the community perceiving youth as a positive
element in the community. It also affected student attitudes positively toward the
community.
These findings point to the importance of methodology to service learning. In
order to help gifted students perform to their maximum potential, a conscious effort to
lead students toward self-learning and independence is needed. The study suggests that
students must have opportunities to work cooperatively~ to learn the skills of creative
problem solving; to have ample, formal reflective activities; and to have opportunities for
celebration. Implications for educators are discussed.
l1\!'l)EX WORDS:

Service learning, Differentiated curriculum for the gifted,
Experiential education, Community service, Creative problem
solving, Future Problem Solving Program, Gifted young
adolescents, Middle school

CHAPTER I

NATURE AND STATEMENT OF THE PROBLEM

On September 26, 1986. AJice Terry and her students walked onto
the stage ofa large auditorium in Washington, D.C., before 300 spectators.
Donald P. Hodel, Secretary of the Interior, read a proclamation: '<This
group of perceptive, energetic young people proved the educational
system can make a dynamic conuibution to the preservation movement
and inspire the teamwork necessary to promote change. For their
creativity, ingenuity, and perseverance... the RIPPLES and their inspiring
instructor, AJice Terry, are granted the Public Service Award of the
Depamnent of the Interior."
When the applause and standing ovation came, so did AJice
Terry's tears. Surrounded by her students, she knew that everyone can
make a difference. Kids too. We only have to try. (Henderson, 1987. p.
46)

This concluding paragraph of a featured article in Reader's Digest,
September 1987, about the RIPPLES Gang, former gifted students of mine who
were involved in a service learning project, has expressed both my connection to
service learning as well as my commitment to it as an effective differentiated
curriculum for gifted adolescents. Service learning has been the most effective
1

2
method of instruction I have ever implemented in differentiating curriculum for the
young, gifted adolescents I have taught.
For 16 years, I have been involved with students in service learning projects. As
a teacher of the gifted, I am convinced that gifted adolescents need to be involved in
learning something that is relevant to them, something in which they are interested. They
do not need to be told about how things work and are done; they need to experience and
experiment with how things work and are done (Terry, 1999).
Curriculum for gifted students has been a topic of concern since the 1980's with
particular concern for how the curriculum can be differentiated for gifted youngsters
(VanTassel-Baska, 1995). Differentiating curriculum for gifted students requires more
than serving the students with a gifted-certified teacher. The way one identifies the gifted
students should be taken into consideration when providing services that are relevant to
the characteristics, the gifts of the students (Renzulli, 1984).
And just who are the gifted? That issue has become rather confusing over the last
decade and more. The answers given by Sternberg (1985), Gardner (1993), and Renzulli
(1978) have turned the comfonable, one-score-tells-all answer promulgated by Binet and
others on its head. Sternberg has proposed three different types of intelligences, and
Gardner has proposed at least eight. Renzulli (1978) has viewed giftedness, not as a
fixed ability, but as a set of behaviors which includes above-average ability, task
commitment., and creativity. It stands to reason that an expanded view of giftedness
should demand an expanded view of curricula, yet. all too often, this has not been the
case.
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What should be the role of the school in meeting the needs of the newly-defined

-mfted?

According to Passow (1995), the school is the catalyst for both talent

-

identification and talent development; therefore, its function is not only to design and
implement learning opportunities within the classroom walls, but also to identify the
potential resources of the family and the community in order to enlarge and enrich those
learning resources. He stated that there are learning resources and opportunities in the
community which should be integrated with those of the classroom.
Creativity has been one area of talent identification and talent development that
has received more attention over the past two decades. What is the role of the school in
expanding creative thinking for gifted students? Torrance (1979) has stated that
education should help srudents see clear relationships between what they are expected to
learn in school and in their lives, both in the present and in the future, outside of schooL
For creative thinking to occur and to continue to occur, there must be ample
opportunity for one thing to lead to another and to do something with the
information encountered. Therefore, it is inevitable that any genuine
encouragement of creative thinking in schools and colleges must take students
beyond the classroom, textbook. and the teacher. (Torrance & Safter, 1990, p.
11 )

Unfortunately, school has not very often provided gifted students with
opportunities beyond the classroom, the textbook. or the teacher. According to Reis and
Renzulli (1992), a serious problem our schools have faced has been the lack: of curricular
differentiation and academic challenge for our most able students. And how has curricula
for gifted students been differentiated? Far too often, according to Passow (1989), we
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still organize our curricula for the gifted by subjects even though we recognize that most
problems involve interdisciplinary study. He promoted curricula with strong affective
and process components which also complement cognitive components. Reflecting upon
gifted education over time, Passow (1989) considered that,
... we have a sound enough base for gifted education that we can-no, we
must-attend to another dimension of giftedness: the development of caring,
concerned, compassionate, committed individuals who develop and use their
giftedness for society's behalf as well as for self-fulfillment. (p.5)
According to Passow (1989), gifted children must be sensitized through their
education to the major problems in our world such as poverty, famine, war and nuclear
annihilation, racial problems, health concerns, genetic changes, population growth,
employment and quality of life. By sensitizing gifted and talented youth to be concerned
about these problems. he maintained that they \\-;11 devote themselves to developing their
specialized gifts and talents to contributing to the solving of the serious problems facing
our world.
Passow (1989) has referred to research which suggests that gifted children have
the potential for greater and more profound social, moral, and ethical concerns. He stated
that we need to nurture this potential. "We talk of the gifted exercising future leadership
but seldom design educational programs that will help them develop the skills, the
motivation, and the values ofleaders" (p. 6).
Opportunities for gifted students to contribute to the solving of society's problems
as well as helping to develop their unique talents has been attained by participation in
service learning (Terry, 1999). Service learning has evolved from a heritage of
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community service in America. Educationally, service learning has emerged from the
developmental theories of Dewey ( 1916, 1938) who stressed how important interaction
with the environment is to learning. It is a form of education currentJy being viewed with
renewed interest in both educational and political circles.
The National and Community Service Act of 1990 has defined service learning as
a method by which students learn and develop through curriculum integration and active
panicipation in thoughtfully organized service experiences that address actual needs in
their community. It is a method that provides structured time for students to think:., talk.
or write about what they did and observed during a service activity. It has provided
opponunities for participants to use newly-acquired skills and knowledge in real-life
situations in their o\\-n communities. It has been proposed that such activities enhance
teaching in school by extending student learning into the community and helping to foster
a sense of caring for others (National and Community Service Act of 1990, 1991).
In modem America, the sense of community that once existed in neighborhoods.
both urban and rural, has eroded. Stable. close-knit communities where everyone knew
and looked out for each other are all but gone. Many young adolescents moving from
childhood feel a desperate sense of isolation. With their peers feeling equally confused
and isolated, they, too often, make poor decisions with harmful or even lethal
consequences (Carnegie Council on Adolescent Development, 1989).
In adolescence. youth start to define self-worth by what they are able to do and
the impact they have on their surroundings. In order to make the transition from
childhood to adulthood. adolescents need opportunities to be responsible, caring,
partici pating members of society (Carnegie Council on Adolescent Development, 1989).
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However, in our society the opponunity to discover one's self through action and
contribution is missing. By not allowing young people a role in our society, we prolong
their dependence and undermine their self-esteem (Kohler. 1982). With so many changes
and uncenainties, young adolescents need experiences that will give them the skills and
self-confidence to move forward (George, 1997).
Although Piaget determined that adolescence, beginning around the age of II or
12, ushers in the formal-operational stage of cognitive development for most children,
Dulit (1979) found that fully-developed formal-operational stage thinking is neither
commonplace nor routine among normal adolescents and adults. In Dulil's study, only
60 percent of the gifted 16 and 17 year olds functioned at the fully formal level. The
"rale of attainment of formal operations is not simply a function ofIQ: the correlation
between Piaget and IQ measures are in the 50's [sic]" (Kohlberg & Gilligan, 1979, p. 79).
One argument for service learning as a differentiated curriculum for gifted
students can be made from research on memory. According to Ashcraft (1994), memory
performance is enhanced when there is a close relationship between the study and test
conditions such as when the activities during testing match those during the acquisition.
Congruence between study and test conditions is critical. ·'Relevant rehearsal, including
organizational and imaginal elements, improves performance, as does the provision of
retrieval cues that were part of the original encoding of the material. Rehearsal that turns
out to be irrelevant for the test conditions, however, is generally oClinle benefit"
(Ashcraft, 1994, p. 228).
Unfonunately, much of traditional schooling does not lead to the deeper level of
processing. Therefore, when the test is over, the shallowly-processed information is
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difficulL ifnot impossible. to retrieve at a later time. Haven't we all wondered what has
become of the knowledge we were supposed to have learned during our schooling?
Dewey (1938) perceived that the trouble is in the fact that the subject matter in question
was learned in isolation. "It was put, as it were, in a water-tight compartment" (p.48).
Because skills attained during a service learning project mean something more
than infonnation to be recited on a test. it seems reasonable to assume that these skills
become more deeply processed, thereby recalled more easily at a later date. It has been
claimed that students involved in service learning projects, unlike students in a traditional
classroom setting, achieve greater depth of processing of information because of the
experientialleaming process that occurs during service learning (Sheckley & Keeton.
1997).
Society, unfortunately, seems to have focused on the prevention of youth
problems rather than the promotion of youth development. "Service learning, in contrast,
sets high expectations for young people, not only for classroom accomplishments, but
also in tenns of active engagement and contribution to society" (Zeldin & Tarlow, 1997,
p. 184). Kohler (1982) reported that our society has failed to understand or respond to
the needs of youth by promoting the concept of adolescence as a waiting period. At the
time in their lives when they need to believe in their own value, they are forced to be
passive and dependent, being deprived of the opportunity to make a difference in the
world. Gardner (1961) warned of the danger when young people in society feel their
community does not need them. "The society which allows its young men and women to
fall into this attitude [sense of uselessness] is not simply neglecting them~ it is depriving
them of a powerful spiritual tonic" (p. 153). Service learning has proven to be an
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educational method that has produced positive qualities in youth, thereby helping them
with the difficult transition to adulthood (Kohler, 1982). According to Passow (1989),
"Self-actualization is but one goal of gifted

education~

self-acrualization in service of

humankind is the twin goal" (p. 7).
The challenge for educational and related institutions is thus to help provide the
building blocks of adolescent development and preparation for adult life. Yet
most American junior high and middle schools do not meet the developmental
needs of young adolescents. (Carnegie Council on Adolescent Development,
1989, p. 12)
It seems that middle school reform has left adolescents in the lurch. Having the

potential to make a tremendous impact on the development of these adolescents, middle
schools have largely ignored curriculum reform. According to the Carnegie Council on
Adolescent Development (1989), most young adolescents attend large, impersonal
schools. learn from unconnected and seemingly irrelevant curricula, and do not know
well nor trust many adults in school. "Youth service in the community should be part of
the core program in middle school education" (Carnegie Council on Adolescent
Development, 1989, p. 70). Both the 1989 and the 1992 Task Force of the Carnegie
Council on Adolescent Development reports included youth service as one of its
recommendations for teaching the core academic program. The second recommendation
stated.
Teach a core academic program that results in srudents who are literate, including
in the sciences, and who know how to think critically, lead a healthy life, behave
ethically, and assume the responsibilities of citizenship in a pluralistic society.
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Youth service to promote values for citizenship is an essential pan of the core
academic program_ (Carnegie Council on Adolescent Development. 1989, p_ 9,
Carnegie Council on Adolescent Development, ]992, p_ J)
According to Schine (1997b), it is in the middle school years that service learning
can have its most significant impact_ The early adolescent is unsure, seeking new
relations, trying to make sense of the world, testing values, coping with physical and
emotional changes, and searching for something in which to believe_ In addition to
addressing many traditional goals of the middle school, service learning also has been
uniquely responsive to the traits of young adolescents_ These traits include the need to
test oneself. to experience adult roles, to experiment with new relationships, to be trusted
and to cross the bridge from school and family into the community-the world beyond
(Schine, 1996)_
Recent repons and school reform proposals have expressed the benefits to
adolescents involved with service learning, acknowledging the fit between the
characteristics of this age group and active learning (Schine, 1996)_ Until now, there has
been a general lack of interest from educators and researchers in the field of gifted and
talented education as to the impact of service learning on young, gifted adolescents_
Not only are current criticisms surfacing about the curriculum of schools in
America, they have persisted for decades_ In 1938. John Dewey expressed the issue in
this manner:
What avail is it to win prescribed amounts ofinfonnation about geography and
history, to win ability to read and write, jfin the process the individual loses his
own soul: loses his appreciation of things wonhwhile, of the values to which these
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things are relative; if he loses desire to apply what he has learned and, above all,
loses the ability to extract meaning from his fuwre experiences as they occur?"
(Dewey, 1938, p_50)
Service learning has given hope that. as adults observe increasing numbers of
youth actively involved in consauctive, pro-social work, their jaded views of youth may
change_ In today' s society when it seems that many adults fear and despise youth, a
move to a positive partnership is important for both the nation and the generations that
comprise it (Halperin, 1993)_
The fundamental difficulty with any research concerning service learning has
been that it is not a single or easily definable activity such as taking notes in a class
(Conrad & Hedin, 1991a)_ For one thing, the terminology associated with service
learning-authentic learning. community problem solving, youth community service,
community service learning., experiential learning, apprenticeship, internship,
volunteerism-has been unclear to many educators and often has been mistakenly used
interchangeably (Furco, 1994)_
Although results of service learning research studies have been primarily positive,
they are difficult to generalize because of the inconsistencies from swdy to swdy_ Most
of the actual research studies have focused on high school or college community service
learning programs_ Kraft's (1996) review of service learning theory, practice, and effects
included results from more than 30 studies on service learning_ While 15 swdies
involved high school students, only one study included middle school students and
elementary students. while four involved college students and one involved post college
level students_ The remaining studies reviewed did not distinguish the grade level of the
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students. There is a great need for research on middle school students in order to
detennine the effects of service learning on these youngsters (Schine, & Harrington,
t 982).

There is also a definite need to type service learning according to its impact on
student learning and then to research the ensuing outcomes of each type. Unfortunately,
service learning has been generally perceived as a "one size fits all" programming tool in
education. The primary typologies that have developed thus far concerning K-12 service
learning programs are generally defined by two key structural dimensions: (1) the degree
to which service is integrated within the school curriculum and (2) the institution where
the program is located and managed (Furco,

1994~

Conrad and Hedin, 199Ia). The lack

of a conceptual framework outside of the above-listed areas has led to findings that only
confuse educators ttying to determine effective programming for their students.
A..II adolescents, both gifted and non-gifted, are curious, seeking. and wondering

about both themselves and the world around them. They are consumed with questions
such as Who am

I?~

Where am I going?; and What is it all about? Conrad and Hedin

(1991 b) have found that the power of service is a path to learning for adolescents as it
places these young people in a context in which the learning is real, having consequences
for both themselves and for others. AJthough Conrad and Hedin (1991b) have
acknowledged that service learning will not reach everybody, they have contended that it
reaches a far higher percentage of youth more deeply than any other method they have
observed.
There is little service learning research involving the middle school adolescent
which is unfortunate because. in addition to addressing many traditional goals of the
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middle school. service learning is uniquely responsive to the traits of young adolescents
(Schine, I 997b). With the exception of the at-risk population, there has been little
examination of the effects of service learning on diverse popuJations.
Due to the lack of research concerning the impact of service learning on gifted
youth and the potential fit between talent development in gifted adolescents and service
learning, data are needed which can give educat9rs of the gifted an understanding of the
effectiveness of service learning in meeting the cognitive, creative, and emotional needs
of the young, gifted adolescent. Funher research is needed in order to examine the
effects of service learning on young, gifted adolescents.

Purpose of the Study and Related Research Questions

The purpose of thi s study is to determi ne the outcomes of a panicular type of
service learning. Community Action, on young, gifted adolescents involved in a gifted
program in a rural middle school in Georgia. Through this srudy, answers will be sought
to the following questions:
I.

What are the students' perceptions about their participation in a Community Action
service learning project?

2. How does participation in a Community Action service learning project impact these
students?
3. How does this service leaming project impact the community?
4.

How does the methodology used in a service learning class influence the students'
experiences during their service learning project?
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Significance of the Study

Educational reform, school restructuring, and improvement are currently on the
minds of educators, politicians, and parents. Focus has been squarely turned upon the
educational establishment concerning how the schools and the community can create new
structures to both educate youth more effectively and to answer the needs of society.
Congress has allocated substantial resources over the last seven years to fund service
learning in the nation in the belief that service learning can both enhance the education of
our youth and enable them to become productive, participatory citizens.
Our educational system has functioned in the same traditional manner for most of
the 20 th century even though educators like John Dewey and Ralph Tyler have called for
its reform since the early part of the 20th century. They viewed traditional education as
irrelevant in the lives of youth. With headlines screaming out at us concerning school
violence and alienation of our youth from society, it is clear that the present educational
establishment is neither meeting the needs of our youth nor our society.
Criticism has been hurled at the past narrow definitions of giftedness in our
society. In response to this, an expanded view and definition of "gifted" has emerged.
What is needed in response to this are programs that can meet the educational needs of
this newly-identified gifted population. This study will provide needed research in order
to determine the effects of a particular type of service learning on young, gifted
adolescents in a differentiated curriculum for gifted students.
Connecting service learning to the educational needs of young gifted adolescents
is novel at this point in time. It is therefore hoped that this study will add a new and
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important dimension to the literature of both service learning and curriculum
development for gifted adolescents.

Definition of Terms

Community: In this study. this term "community" has been used to refer to the "world"
outside of the school.
Community Service: A type of service learning where interaction between school and
community goes one way-from the school to the community. Community Service
involves a high degree of service with a lesser degree of learning. The term Community
Service is often used interchangeably with volunteerism. The Corporation for NationaJ
Service has given a detailed definition of community service. It has defined community
service as non-curriculum-based activities recognized by and/or arranged through the
school. It may be either mandatory or voluntary. does not generaJly include either
explicit learning, organized reflection. or critica1 anaJysis activities. and it may take place
either off or on school grounds.
Community Exploration: A type of service learning where interaction between the school
and the community can go either way-the students go out into the community or
elements of the community come into the schooL Community Exploration does not
necessarily involve service to the community aJthough it may involve a high degree of
learning.
Community Action: A type of service leaming in which interaction between school and
community flows in both directions creating greater impact in the community and greater
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empowennent in the students. Community Action involves a high degree of service
which can have far-reaching outcomes in the community and the highest degree of
learning.
Learn and Serve America: This program, funded under the National and Community
Service Trust Act of 1993, provides funding to state education agencies that supports
local school-based projects which engage elementary and secondary school students of
differing ages, races, genders, ethnic groups, disabilities, or economic backgrounds in a
variety of service learning activities (Corporation for National Service, 1994).
NationaJ and Community Service Act of 1990: This legislation was designed to test
innovative and model programs in order to renew civic responsibility through service to
the community (National and Community Service Act of 1990, 1991 ~ Commission on
National and Community Service, 1993).
National and Community Service Trust Act of 1993: This legislation was designed to
increase service opportunities and civic spirit throughout the United States. Consisting of
a wide range of programs, this act offers Americans pan-time and full-time opponunities
to serve as volunteers or stipended panicipants through a service corps or through
individual placement with a community-based organization (Corporation for NationaJ
Service, 1993).
National Center for Education Statistics fNCES): The NCES is pan of the U.S.
Department of Education. It was responsible for conducting the first National Students

Service-Learning and Community Service Survey in spring 1999.
National Students Service-Learning and Community Service Survey: This is the first
survey for the purpose of providing reliable national estimates of the percentage of public
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elementary, middle, and high schools which incorporate service learning into their course
curriculum. It also provided the most recent data on school engagement in community
service. The first survey was conducted in spring 1999 (U. S. Department of Education,
Office of Educational Research and Improvement, 1999, September).
Reflection: Reflection is a process of looking back: on actions taken to ascenain what has
been gained, lost, or achieved and connecting these conclusions to future actions and
larger societal contexts. In service learning. reflection is viewed as the framework: in
which the students process and synthesize the information and ideas they have gleaned
during their service learning project (AJliance for Service Learning in Education Reform,
1993).

Service Learning: The National and Community Service Act of 1990 has defined service
learning as a method in which students learn and develop through active panicipation in
thoughtfully organized service experiences that address actual needs in their community
through curriculum integration. It is a method thal provides structured time for students
to think, talk., or write about what they did and observed during a service activity and
chances to use newly-acquired skills and knowledge in real-life situations in their own
communities. Such activities enhance teaching in school by extending student learning
into the community and helping to foster a sense of caring for others (Corporation for
National Service, 1993). The Corporation for National Service has defined service
learning as curriculum-based community service which integrates classroom instruction
with community service activities. It states that the service must be organized in
connection to the curriculum, must have clearly stated learning objectives, must address
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real needs in the community over a period of time, and must include organized reflection
which will serve to assist students in drawing lessons from the service.
Service Learning Typology: In this study, this term will refer to the basic conceptual
framework for service learning. It will not refer to discrete service learning models or
programs which have been implemented in various places at different times.
Vol unteeri sm: The principle or system of doing something by or relying on voluntary
aCtion or volunteers. The National and Community SeI"".;ce Act of 1990 describes
volunteerism as any individual in an educational institution or out-of-school youth
engaging in an act or working without remuneration.

CHAPTERll

REVIEW OF THE LITERATURE

Service Learning: Historical Perspective

There is a great tradition of community service in the world.
and we are now beginning to discover the wonderful potentiaJ
for integrating community service into education. Doing so will
link students to communities and ultimately help sustain a
vitaJ, dynamic democracy with active participation from its

citizenry. (Caner, 1998, p.2)
Community service is no stranger to America. People helping other people is a
tradition in this country. In the fonnative years when America was primarily an agrarian
society, people helping others was an integraJ part of the sociaJ fabric. Bam building was
a sociaJ event in the community with everyone heJping in this ham raising event and
enjoying it immensely. Young people were aware of their roles and very early learned to
contribute to their community.
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Service Learning's roots can be traced to community service, a concept that is not
new to America. People coming to the aid of others has been considered a tradition in
America. Generations of Americans have answered the call to service both at home
andoverseas. They have offered their time, their resources, and, most importantly, their
compassion (Kinsley, 1992). The history of service in America has been very rich.
In the early 1900's, William James was the first to address the idea of national

service through a nonmilitary, government-sponsored program in an essay entitled, "The
Moral Equivalent of War" (Wade, 1997, p. 24). He proposed that all young men should
be conscripted into service to work in foundries, fishing fleets, and coal mines. He
interpreted service as a way to enable young men to demonstrate their manhood in a
peaceful way with positive results for their community (Wade, 1997).
In 1933, the Civilian Conservation Corps was initiated in America by Franklin

Delano Roosevelt in order to pull the county out of the Great Depression. Over three
million unemployed young men served their countty building bridges, national parks, and
buildings throughout America. This program ended in 1942 (Wade, 1997).
Throughout the 1930's, Progressives pushed through the idea that schools should
incorporate the values of social reform emphasizing social and cooperative activities
(Knapp, 1994). Connecting school to community service was probably first initiated by
William Kilpatrick in the waning years of World War U. Kilpatrick promoted adoption of
the "project method" as the central tool of education. He strongly urged that learning take
place in settings outside classroom walls and involve efforts to meet real community
needs (Conrad and Hedin, 1991a).
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In 1961, John F. Kennedy established the Peace Corps; in 1964 Lyndon Baines
Johnson. concerned with fighting poverty, started Volunteers in Service to America
(VlSTA). a National Teacher Corps, the Job Corps, and the University Year of Action.
Some of these programs lapsed as the Vietnam War began controlling the national agenda
(Wade, 1997).
Reports by the National Committee on Secondary Education, the Panel on Youth
of the President's Science Advisory Committee, and the National Panel on High Schools
and Adolescent Education that came out during the 1970' s launched a new wave of
community service proponents. PropeUed by several major repons which pointed out
the passive nature of schools and the separation of young people from the life of the
community, it was urged that young people be reintegrated into the community. It
encouraged youth to interact with a wider range of people, become involved in real and
meaningful tasks, and accept more responsibility through a variety of direct experiences
including service activities like service learning. The National Commission on Research
for Youth worked throughout 1910's to promote youth participation programs. In
Education for Citizen Action. Fred Newmann outlined the most comprehensive and
sophisticated curriculum proposal ever for using community service as a stimulus for
developing the attitudes, skills. and knowledge required for them to be able to influence
social policy (Conrad and Hedin 1991a).
In 1910, the Youth Conservation Corps gave 38,000 youth from 14 to 18 years of
age opportunities to help in summer environmental programs. Governor Jim Brown
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established the first state youth corps, the California Conservation Corps, in 1976 (Wade,
1997).

In the early 1980' s, education and political leaders began to view community
ser:vice as a vehicle for youth development and the advancement of school refonn as well
as community renewal (Kinsley & McPherson, 1995). By the late 1980's, governors
from 20 states had begun initiatives for statewide youth service programs. In 1989,
President George Bush established an Office of National Service at the White House: he
also initiated the Points of Light Foundation in order to promote volunteerism in America
(Wade, 1997).
Eliot Wigginton with his book., Sometimes a Shinine Moment. furthered the role
of active learning in education in the early 1980's by stressing the importance of the
community's role in the education of its youth (Knapp, 1994). The 1980's saw further
connections to service learning with Reconnecting Youth, a 1985 report of the Education
Commission of the States and a series of reports from the Carnegie Foundation. Ernest
Boyer's Hi~h School. which came out during this period, recommended that high schools
include 120 hours of community service for graduation. Charles Harrison's Student
service: The New Carnegie Unit and the Carnegie Report., Turning Points, focused
attention on the educational needs ofjunior high and middle school students. A repon of
the William T. Grant Foundation, The Forgonen HaJJ, was a plea for youth not bound for
college to perform community service. These works extended the argument that student
service opportunities should be central to fundamental education programs of every
public school (Conrad and Hedin, 1991a)
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Educational reform in the 1990's stressed the power of service to meet basic
objectives of schools such as the promotion of personal, social, and intellectual
development of youth and the preparation of students to become involved and effective
citizens. It emphasized service as a pan of academic curriculum and urged the integration
of service learning into the regular activity of schools (Conrad & Hedin, 1991a). In 1990,
Maryland became the first state to require community service for high school graduation.
Each student was required to complete 75 hours of service to graduate; this service
included preparation, action. and reflection (Bhaerman, Cordell, & Gomez, 1998).
The first service learning legislation was presented in November 1990 when
President George Bush signed into law the National and Community Service Act of 1990
creating the Commission on National and Community Service. This was a very
significant legislation for service learning providing funding for community service
programs in schools and colleges and support for a full-time service corps which stUdents
could enter after high school. Since 1990, this cause has been championed by both liberals
and conservatives alike. (Conrad & Hedin, 1991a; Wade, 1997).
President Clinton introduced his national service initiative in a speech at Rutgers
University on March 1, 1993. He expressed that this national service would be America
at its best, building community, offering opponunity, and rewarding responsibility
(Kunin. 1997). Clinton also expressed that national service was the American way to
change America. The President's national service legislation, The National and
Community Service Trust Act, created the Corporation for National and Community
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Service that suppons a range of national and community service programs involving
citizens from our youngest to our oldest (Kinsley & McPherson, 1995; Wade, 1997).
Service learning has become more ubiquitous since the early 1980's. According to
researchers, in 1984, it was reponed that 27% of all public and private high schools in the
United Stated offered community service, whereas onJy 9% offered service learning
(Newmann & Rutter, 1986). In 1996, the National Household Education Survey
conducted by the National Center for Education Statistics (NCES) found that 490/0 of all
srudents in grades 6 through 12 participated in community service. Of those, 56%
participated in service learning (Nolin, Chaney, & Chapman, 1997). The most recent
survey was conducted in the spring of 1999 by the NCES. It found that 64% of public
schools, including 83% of public high schools, engaged srudents in community service
activities. This same srudy found that 32% of all public schools incorporated service
learning through the curriculum (U. S. Department of Education, Office of Educational
Research and Improvement, 1999, September).

In the infancy of the 21 st cenrury, service learning has received prominence in the
national educational agenda. One ofthe objectives established under the third National
Education Goal for the year 2000 has included America's students being involved in
community service activities (D. S. Depanment of Education, Office of Educational
Research and Improvement 1999, November).
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Definitions of Service Learning

Many definitions have been given for service leaming. In 1990, Jane KendaH
found 147 different definitions for service learning (Schine, 1997a). The terminology
which is associated with service learning includes authentic learning, community problem
solving.. youth community service. community service Jearning, experientialleaming,
apprenticeship, internship, and community service. These broad references to service
learning have been very unclear and have caused confusion for many educators (Furco,
1994; Conrad & Hedin, 1991a).
Service learningjoined two very complex concepts: community action and
knowledge or learning. In 1969, the Southern Regional Education Board (SREB) defined
service learning as "the accomplishment of tasks that meet genuine human needs in
combination with conscious educational growth" (Stanton, Giles, & Cruz., 1999. p. 2).
SheckJey and Keeton (1997) have defined service learning as '"an educational activity,
program. or curriculum that seeks to promote students' learning through experiences
associated with volunteerism or community service" (p. 32). It is this definition that the
U.S. Department of Education utilized in their first national service learning survey
conducted by the NCES in the spring of 1999.
The National and Community Service Act of 1990 defined service learning as a
method in which students learn and develop through active panicipation in thoughtfully
organized service experiences that address actual needs in their community through
curriculum integration. It has been further defined as a method that provides structured
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time for students to think, talk., or write about what they did and observed during a
service acti"ity and chances to use newty-acquired skills and knowledge in real-life
situations in their own communities. Such activities have enhanced teaching in school by
extending student learning into the community and helping to foster a sense of caring for
others (Bums, 1998; Toole, Conrad & Nelson, 1998). The National Service-Learning
Cooperative defined service learning as, "a teaching and learning method that connects
meaningful community service experience with academic learning. personal growth.. and
civic responsibility" (Mintz & Liu. 1994, p. 12).
Caner (1 998} has stated that service learning is "really about rethinking education,
helping to transform schools from teaching centers to organizations that suppon active
learning. Consequently, educators must shift from a mode of delivering knowledge to a
mode of facilitating learning" (p.2). Andrus (1996) has viewed service learning as a
teaching and learning strategy that recognizes positive and altruistic qualities of youth,
providing them opportunities to exen their leadership skills and classroom learning into
reaJ-life settings.
A distinction has been made between service learning and community service. In
both activities. individuals become involved in service projects that are beneficial to
others. their community or their environment and from which they receive no direct
monetary or material benefits. In community service, no explicit educational focus exists,
whereas in service learning. projects are designed and carried out with educational
objectives in mind. Community service has been considered a commitment of both time
and resources on behalf of an individual to the community; motivation for this has been
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based on either civic duty. religious conviction. or altruism. Service learning, on the other
hand, has been viewed as an educational process whereby service is provided in response
to community needs (Waterman,

1997~

Mauricio, 1997).

Service learning advocates have differentiated their practice from community
service by establishing the concept of reciprocity between those doing the service and
those being served. Reciprocity has avoided that one-way approach to service in which a
volunteer shares voluntarily with a person or group that lacks resources. Instead, service
learning advocates have viewed service learning as the server and the one being served
having attained something very imponant to each from the exchange. The server learns
from the one he or she is serving which has been considered to be just as important as the
sen-ice he or she has given to the one receiving the sel'\ice (Stanton, Giles & Cruz, 1999).

Service Learning: Educational Theory

Service learning proponents who have stressed its power as a tool for teaching and
learning usually have linked their ideas to the educational philosophy of John Dewey. In
the early part of the twentieth century. John Dewey expressed that education depended
upon action (Dewey. 1916).
Recent literature on brain-based learning from cognitive psychologists has
provided suppon to the theory that searching for meaning can be considered innate and
that we can understand and recall best when the facts and skills are embedded in natural,
spatial memory. Cognitive psychologists have emphasized the imponance of meaningful
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knowledge and of learning within multiple applied settings so that useful rather than inen
knowledge can be created (Knapp,

1994~

Ashcraft, 1994).

Brown, Collins and Duguid's (1989) theory of cognitive apprenticeship using the
four elements that lead to learning has provided an effective instructional framework to
use in service learning. The first, scaffolding., takes place when the more-knowledgeable
other scaffolds the learner's performance ofa task, acting as a crutch until the learner can
perform the task alone. Next is the modeling when the learner watches the more
knowledgeable other. Then comes the coaching as the knowledgeable other stays involved
encouraging the leamer, offering reminders. The final element is the fading when the
knowledgeable other gradually fades from the task, taking down the scaffolding until the
learner is actually doing the task alone.
Reflection is a process of looking back on actions taken to determine what has
been gained, lost:. or achieved, and connecting these conclusions to future actions and
larger societal contexts. Reflection has been viewed in service learning as the framework
by which the students process and synthesize the infonnation and ideas they have gained
through their service learning project. Through the process of reflection, students analyze
concepts, examine and evaluate their experiences, and form their own opinions (Alliance
for Service Learning in Education Reform, 1993).
In service learning., reflection refers to those thinking processes that are

responsible for converting service learning experiences into productive learning
experiences. It is the use of creative and critical thinking skills that has helped youth
prepare for and be successful in as we)) as learn from the service experience (Kinsley &.
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McPherson, 1995). Newmann and Rutter (1989) stressed the imponance of the reflective
component in community service projects. They found that it makes a difference in the
students' intellectual and social dimensions of development.
Sheckley and Keeton (1991) have promoted the value of reflective seminars.
They have pointed out the imponance of teachers providing needed assistance to the
students so that they can develop a more complex understanding of their service learning
experiences.

Service Learning Typologies

Classifications or typologies have been distinguished concerning service learning.
Service learning typologies have been associated with the basic conceptual framework for
service learning. They generally have not referred to discrete service learning models or
programs which have been implemented in various places at differing times. For example,
a typology would refer to a type of program such as internship, not a model like the
Helper Model which involves specific goals and curricula.
College-level service learning typologies have been identified somewhat differently
from K-12 service learning programs. Generally, service leaming types for college-level
students have been based on the activity with which the students have been involved.
They have included the following service learning types: Peer Teaching, Community
Literacy, Intergenerational Community PTojects, Child Mentors, and Off-Campus
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Immersion Programs which have involved off-campus volunteering during semester breaks
(Palestini. Rowe, & Chapman, 1997).
More generally, service learning typologies have been centered on the institutions
which have coordinated the programs. These institutions have included local, state,
national, college, and youth corps programs. Some specific program types have been
identified such as the school-based. collaborative model, and community service programs
in youth organizations. The school-based type has included subtypes, which are
delineated according to the degree of integration into the school cumcuJum. They have
been ordered hierarchically beginning with club co-curricu/ar activity programs to school
programs that use community service as a school-wide theme. As many as 11 program
types have been identified according to the degree that the service has been integrated
with the school curriculum (Furco. 1994; Conrad & Hedin, 1987).
The typologies that have been developed thus far for K-12 service learning
programs have been generally defined by two key structural dimensions: (1) the degree to
which service is integrated within the school curriculum and (2) the institution where the
program is located and managed (Furco, 1994).
Another typology (Terry & Bohnenberger, 1999) of service learning for K-12 has
been developed which is based on the degree of involvement of the students and the
outcomes associated with each level (see Figure 1). This service learning typology has
attempted to address the differences between the activities as a result of the degree or
level of student involvement.
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Currently, no clear conceptual framework for differentiating between service
learning activities and the outcomes associated with each has been widely accepted.
Educators have not been given the universal principles for designing successful and long
lasting site-appropriate service programs (Furco, 1994; Terry & Bohnenberger, 1999).
Understanding the differences between service learning activities has been
considered to be imponant because, according to Schine (1996), token programs could
hastily be initiated claiming the title of service learning. If the program should fail to live
up to optimistic expectations, the blame could be given, not to the execution of the
program, but to the idea itself. If onJy superficial effons were undenaken which failed to
meet the needs that brought service learning to the fore in the first place, service learning
could fall to the wayside like many other new, educational programs in the past have done
(Schine 1996: Tyler, 1982).

Pivotal Service Learning Research Studies

The Ei~ht-Year Study
A descendant of experiential education, service learning research can be traced back
to the 1930's to the imponant longitudinal study of experiential education executed by
Tyler (1982). The eight-year study on experiential learning differed from other studies on
experiential education which had foregone trying to demonstrate a positive effect on
academic learning choosing, instead showing that students were not harmed by their
experience (Hedin, 1983). The study by Tyler, though not relating specifically to service
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learning., a term that was coined in the 1960's, examined the effects of experiential
education on academic learning in addition to other things. It involved students from 30
secondary school systems which ranged from Boston to Los Angeles from 1934-1942.
The eight-year study grew out of the problems of the Great Depression, the increase in
the proportion of youth who were attending high school because they could not get a job,
and the comparative rigidity of high school curricula. Thirty experiential schools were
given eight years to develop and

try

out new educational programs. These schools were

freed from having to meet the requirements of the state and of college entrance subjects
(Aiken, 1942; Madaus & Stufflebeam, 1989).
These 30 experiential schools, referred to in the study as the Thirty Schools, did
not necessarily include educational goals or reflective activities, a primary ingredient in
loday's service learning programs. They also were generally lacking in cultural and socio
economic diversity. This was during the years of segregation of the races in the United
States, and the research participants in this study were primarily White as they were in
this study which has lessened the generalizability of this study. Also there were a
disproportionate number of men's colleges as compared to women's colleges selected to
be a pan of the study. The large sample size, however, combined with the rigorous
research procedures and long term nature of the study gave extreme credibility to the
study (Aiken, 1942).
This was a groundbreaking study because a very significant question was asked in
terms of academic learning and intellectual development. The question asked was whether
students in experimental secondary schools where there were varieties of experiential
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learning activities succeeded in college (Aikin. 1942). About 2000 graduates of the Thirty
Schools entered 179 colleges in the fall of 1936. Since it was impossible for the college
study staff to go to all these colleges. selection was made as to which students to include
in the study. Three factors were determined: (1) the number of graduates of the Thirty
Schools enrolled in the college, (2) the types of coUeges, and (3) the degree of cooperation
offered by the colleges to the researchers. Five state universities, six coeducational.
endowed colleges. nine men's colleges, and six women's colleges were selected to
panicipate. Over one hundred other colleges cooperated with the study by distributing
questionnaires and supplying grades and other reports (Aikin, 1942).
Each of the graduates ofthe thirty experiential high schools selected to follow
closely were paired with another student in the same college who matched the students'
sex. age. race. scholastic aptitude scores, home and community background, interests and
probable furure as well as program of srudy. Altogether, 1475 matched pairs of srudents
were snadied from 1936 to 1939. Sources of evidence included official college records,
honors and prizes, questionnaires, reading records, interviews, samples of written work,
reports from instructors, and tests (Aikin, 1942).
The snady found that the students in the experimental schools did as well or better
at college in tenns of grades, participation, critical thinking., aesthetic judgment, and
knowledge of current affairs. In addition, the students from the most extremely
experimental experiential schools that had the most extensive opportunities for learning
and peer teaching in the community were the most successful (Aiken, 1942; Hedin, 1983).
The students from the least conventional experimental schools excelled their controls by
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27 to 7. while their control group excelled students from the most conventional schools
by 14 to 16. Essentially, this study found that students from the least conventional, the

most experiential, schools showed greater gains than those from the more conventional
schools (Aikin, 1942).
The fact that this study was the first to include the question of intellectual
development and was longitudinal in design has made it very imponant to service learning
research. Other studies that have been conducted since this one have included questions
relating to intellectual development. More recent studies, however, have used broader
sampling selection procedures.
The Landmark Study of Conrad and Hedin
When service learning, still in its infancy, was beginning to emerge in educational
ci rcles, most of the reports were anecdotal, expressed by enthusiastic service learning
advocates. Not much was known about how widespread experiential education programs
were in K-12 schools or what types of programs were in operation.
A landmark study conducted by Conrad and Hedin (1981) brought attention to
the fact that many students were involved in experiential programs throughout the United
States as a part of their high school curriculum. These experiences included a wide range
of activities from volunteer sen,;ce to internships and outdoor, experiential activities.
In the beginning. 30 exempla!)' experiential education programs were identified

using two quasi-experimental designs: (1) non-equivalent comparison group design and
(1) one-group pre test-post test design. The aim in the sample selection process was to

include schools representing a variety of experiential programs, a varied geographic area
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and type of community, a varied program structure, and a varied student population from
poverty level to affluent. as well as from low to high grade point average students. The
chief criteria for inclusion in the study was reputation for exceJlence, a program that had
been in operation for at least four years, a program that was an integral pan of the school
academic program, and local interest in being included in the study. The researchers
acknowledged an under representation of programs from the West and the South and of
programs which had outdoor activities as their exclusive program focus (Conrad & Hedin,
1981)
From these programs, the directors were brought together to describe what it was
they believed to be actual program effects upon students. Conrad and Hedin (1981) gave
a survey to up to 4,000 participants in the experiential programs as well. From the
resuJts of both the descriptions and the survey, a hypothesis about the effects of
experiential education was developed which was translated into research questions for the
study. The outcomes of the interviews and surveys were put into three major categories:
social, psychological, and intellectual development. Two research questions were
developed which basically asked whether the experiential programs worked and, if so, to
what extent they worked and what accounted for it.
Whereas, most quantitative studies have included control groups, which do not
receive any intervention, this study included comparison groups. They could not be
referred to as control groups because of sampling techniques. Random sampling
techniques could not effectively be employed in this study due to its nature, according to
the authors. Since they needed information-rich participants who had actually
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experienced this type of education, they detennined that they should select six
comparison groups from the same schools, which represented the four types of
experiential programs being tested. In other words, six schools in the study had two
groups involved in the study: one, experimental, which received experiential education,
and the other, comparison, which did not. The total sample for the study included over
1,083 students in 27 experiential programs and six comparisons groups in 23 schools

(Conrad & Hedin, 1981).
Appropriate insttuments, according to the researchers, were pulled together or
developed by the researchers when instruments could not be found to measure cenain
effects adequately. Infonnation was also gathered from questionnaires, student
evaluations of their programs, systematic observations by parents, teachers and
community supervisors, student journals and writing samples (Conrad & Hedin, 1981).
Case studies of individual students and programs were included as well as other
unobtrusive measures, according to Conrad and Hedin (1981). although results of these
were no included in the findings from this study.
An important problem in investigating experiential education, which includes

service learning, has been the lack of appropriate methods and instruments. This study
developed two insttuments that were successful in helping to fill this gap. The
quantitative procedures used in this study produced a more complete picture of both the
types of service learning programs operating in high schools in the United States and their
effects. Results of this landmark: study also demonstrated that paper and pencil tests can
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be helpful in detecting imponant effects of experiential education (Conrad & Hedin,
1981 ).

The results from the formal measures used in this study found that the
experiential programs had a positive impact on the psychological, social, and intellectual
development of the participants. Psychological growth was greater for the experiential
group. Results from the Defining Issues Test found that both experimental groups
attained significant gains in their moral reasoning scores while the comparison group did
not. Students in experiential programs showed increases in self-esteem as well. On the
Janis-Field scale which focuses on the confidence one feels in social situations, 20 of the
27 experimental groups increased, ten at a level of statistical significance

«. OS).

On the

Rosenberg Scale, which deals \~ith more general feelings of self-wonh, 23 of the 27
experimental groups increased nine, at a level of statistical significance. Although there
were some increases in the comparison groups, the experimental groups had greater
increases on both scales, but only the Rosenberg Scale showed significant gains in
comparison (Conrad & Hedin, 1981).
Outcomes of this study pointed to the fact that the type of program (outdoor,
service, community study, and career internship) was not a significant determinant of
program impact. The researchers attributed this possibly to the overlapping nature of the
program categories. The existence of a seminar was the most significant factor concerning
the effectiveness of the program type. Positive student change was related to length, and
to a lesser degree, intensity. Experiences lasting 18 weeks were relatively stronger than
shoner experiences, as were those in which students were in field placements two or more
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hours four to five days per week. All of these factors. the researchers stressed.
collectively did not predict more than about 5% of the variance as detennined by
regression analysis in pre-post change scores (Conrad & Hedin. 1981).
Srudent characteristics were not influential in determining the effect of the
program although age was an impoRant factor in explaining growth in the social
development with older students showing more growth. The researchers attributed this
to the uniformity of program impact across most student characteristics (Conrad &
Hedin, 1981).
Conrad and Hedin (1981, 1982. 1989) found gains in social and personal
responsibility as measured by their Social and Personal Responsibility Scale with
srudents who participated in service

acti~;ties.

internships, and outdoor advenrures.

The students' self-report on Intellectual Development in the study showed that
73% of the students from the experiential programs learned more or much more. Most of
the highest ranked programs had clearly defined reflective components and were longer (at
least 12 weeks) and more intensive (at least two hours daily) than the lower-ranked
programs (Conrad & Hedin, 1981).
Conrad and Hedin (1981) reported improvement of students' self-esteem, learning
responsibility, learning to solve real-life problems, taking a risk, responsibility to group or
class and self motivation, as well as concern for fellow human beings.
Even though Newmann and Rutter were unable to replicate the results of this
study in their 1983 study. it is the Conrad and Hedin (1981) study that has been the well
from which most subsequent studies have tapped for their research. The reality that
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service to the community was so widespread in high schools across the United States
brought more attention to the concept of service learning which, in tum, led to more
studies of the effects of both service learning and experiential learning on students.
Hamilton and Fenzel StudY
In addition to Conrad and Hedin's seminal study (Conrad & Hedin. 1981), other
studies have not effectively differentiation betWeen the types of service programs. In
contrast, Hamilton and Fenzel (1987), in their study of 12 service projects, divided the
projects into two categories: (l) community improvement or service and (2) childcare
activities. Recognizing the difficulty encountered in attempting to verify through research
the effects of service learning, they addressed this problem from the outset of the study.
"There is no good reason to expect that a l2 year old who helps locate and place a bid on
a building to house a community library will be affected in the same way as a 15 year old
who helps in an after-school daycare center" (Hamilton & Fenzel, p.2). In contrast to
the Conrad and Hedin study (1981) wruch examined four different types of projects with
overlap between them, only two types of service projects were examined in this study,
and the categories in this study were dissimilar enough in goals and type of experience
that differences could be detennined.
At the conclusion of the eight-week study, there were a totaJ of six counties and
87 youth volunteers involved. Out of these 87 original participants, 71 youth volunteers
or 90% completed their projects. Usable data were collected from 73 youth volunteers
and II adult advisors. Fifty girls and 23 boys were included in the final analysis. The
mean age was 14.1 years and the mean grade was gh grade. Thirty-nine of the
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participants volunteered in child care settings, and 34 were involved in community
improvement projects.
One weakness of this study was that it was onJy eight weeks in duration, a
problem common in many studies. Another was in the sampling selection with almost
twice as many girls as boys panicipating. A further limitation with this study was the
diverse age group that made up the student volunteers with the students ranging in age
from 1 I to 17. The difference in the type ofjournal activities practiced during the project
weakened the rigor of the study; comparing a checklist-type journal activity with a more
reflective journal activity was also a problem in this study. Had both groups been
involved in the more reflective journal activity, more differences might have been found
between the two groups. Also 85% of the students had previously perfonned volunteer
work which could seriously have impacted the pre and post results.
What this study found was that pamcipation in youth volunteer programs has
some positive effects on adolescents' pro-social attitudes, development of sense of self,
and knowledge and skills that they exercise during the volunteer activity. The results
produced statistically significant differences between the two groups. The community
improvement group rated higher on the responsibility of society to help needy people.
Girls rated this higher than did boys. They found that 90% indicated they would
volunteer in the future with the community improvement group scoring this higher than
the childcare group. More importantly, what this study discovered was that effects of
participation in service learning programs can vary according to the type of service
learning activity undertaken.
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Summary of Quantitative Findings of Effects of Service Learning

Conrad and Hedin (1989), based on 20 years of experience with service learning
through teaching and research, have concluded that quality community service leaming
programs have positive effects on youth. Their 1989 study was a synthesis of
quantitative findings. Effects were found in the following areas:
•

PersonaJ Growth and Development

•

Intellectual Development and Academic Learning

•

SociaJ Growth and Development

Personal Grovw-tl1 and Development:
Conrad and Hedin (1989) subdivided this category into the following sections:
•

Self-esteem

•

PersonaJ efficacy

•

Ego and moral development

•

Exploring new roles, identities, and interests

•

Willingness to take risks and accept new challenges

•

Revised/reinforced vaJues and beliefs

•

Taking responsibility for and accepting consequences of own actions

Hamilton and Fenzel (1987) determined that youth in 12 volunteer projects
demonstrated positive effects concerning social attitudes and a sense of themselves. They
reponed that girls participating in community service gained more positive attitudes than
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did boys. They found that 90% of the participants indicated that they would continue
volunteer work adults involved in the program saw adolescents becoming more confident
of their abilities, both in decision making and working with children. Moral and ego
development was also found to be enhanced by activities combining descriptions of moral
issues (Conrad & Hedin, 1989).
An experiential environmental project involving a small group of American high

school students from Philadelphia and a group of Russian students from Novgorad,
Russia showed an increase in self-efficacy of Russian students. After three weeks of
working with the American students, monitoring the environment, and presenting public
papers at an international conference. the Russian students' responses reflected a new
spirit of optimism and power. They had changed their minds in just three weeks from
believing they could not change anything in their country to the belief that they could
make an impact (Silcox., 1993).
In a study following the effects of Florida's Learn and Serve program (Follman &

Muldoon, 1997),68% of the subgrantees responding indicated a decrease in student
discipline referrals for the swdents involved in the program. A decline was found with
62% of the students in absences from both before and during the grant. The average
decrease was 46%.
Intellectual pevelopment and Academic Leamjn&r
Conrad and Hedin (I989) subdivided this category into the following divisions:
•

Basic academic skills (expression of ideas. reading. calculating)
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•

Higher-level thinking skills (open-mindedness, problem solving, critical
thinking)

•

Content and skills directly related to service experiences

•

Skills in learning from experience (to observe, inquire, apply knowledge)

•

Motivation to learn and retain knowledge

•

Insight. judgment. understanding--things that can't be explained by a book or
lecture but are oftentimes the most imponant things of all to comprehend.

Hamilton and Zeldin (1987) reponed consistent gains in knowledge when
researchers measured information students were likely to encounter while involved in
their service project. They found almost all volunteers reponed gains in skills and
knowledge. A 1987 meta-analysis of tutoring programs by Hedin (1987) concluded that
there were increases in reading and math achievement scores of both tutors and students
being tutored. Tutoring has been shown to benefit both students being tutored and the
tutors themselves (Conrad & Hedin, 1982, 1987).
Shumer (1994) has found a significant positive effect on grades and attendance
dealing mostly with 11th and 12th grade students as compared to a similar control group.
\\'ade (1997) has pointed out that though general knowledge of students performing
service has not differed from that of control groups, knowledge has not reduced even
though the students are spending less time in the classroom. In other words, no harm has
been done academically to those involved in service learning activities.
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An experiential environmental project which involved both American and Russian

students showed significant gains in both Russian and American students' levels of
scientific knowledge. There were somewhat greater advances for Russian students (Silcox.,
1993). Research conducted on Florida Learn & Serve participants who were involved in
service learning projects in F10rida in 1995-96 showed a clear trend by heavy majorities
that participating students showed improvements in attendance, conduct. and academic
performance (Follman & Muldoon. 1997).
A report (Brandell & Hinck, 1997) on the results over a three-year period of nine
states involved in Learn and Serve programs during the 1995-96 school year found that
service projects had a positive impact on educational engagement., aspirations, and
achievement of the sen.;ce learning participants. Service learning participants had higher
grades in social studies, math, and science. were more likely to go to a four-year college
and rated their school experience more positively. There also was a positive impact on
school grades particularly for middle school students. The results of the research on
Florida Learn and Serve participants showed a 74% improvement in grades during the
course of the project period of those that panicipated. Fifty percent of the participants
gained .5 or more in their grade point average (Follman & Muldoon. 1997).
Social Growth and Development
Conrad and Hedin (1989) subdivided this category into five areas, which included
the following:
•

Social responsibility and concern for the welfare of others

•

Political efficacy
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•

Civic participation

•

Knowledge and exploration of service-related careers

•

Understanding and appreciation of and the ability to relate to people from a
wider range of backgrounds and life situations.

Newmann and Rutter (1983) found that students in community service can
communicate better with others. initiate conversations and conduct persuasive
conversations with adults. As previously addressed, Hamilton and Fenzel (1987) found
that scores on the societal responsibility subscale of the Social and Personal
Responsibility Scale showed that volunteers in community improvement programs gained
more than those in child care programs. This indicated that the more complex the
involvement by students, the greaterthe social gains.
Brandell and Hinck (I997) reported an increase in personal and social
responsibility, acceptance of cultural differences, and service leadership as opposed to a
comparative group. Calabrese and Schumer (1986) reponed lower levels of alienation and
isolation as well as fewer discipline problems with adolescents involved in service learning
as part of a program for behavioral disordered students.
Blyth, Saito, and Berkas (1997) conducted a study which involved both middle
school and high school students. It was found that the students felt good about helping
people, got to know people they helped well, and enjoyed the service classes as
compared with their other regular classes. The study found, contrary to expectations,
that youth involved in service learning reponed less socially responsible attitudes to the
environment over time. There was no significant change with respect to social
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responsibility for civic involvement. Overall, there was no change in regard to the at-risk
students, but the researchers concluded that service learning programs can help youth at
risk or who are already starting to disengage from school. Youth in service learning also
became slightly more disengaged from school (skipping a class, a day of school, or being
sent to the principal's office). There was also a significant decrease in academic
engagement over time in the service programs.
Findings in political efficacy have been mixed (Furco. 1994). A study of high
school students by Newmann and Rutter (1983) did not credit participation in service
learning with changes in political efficacy, plans for future participation or future social
affiliation. Hamilton and Zeldin (1987) discovered that students who volunteered in local
government internships increased their knowledge oflocal government. Self-efficacy in
political work also increased.

Summary ofQuaJitative Findings ofEffects of Service Learning

Quantitative research has yielded reasonably consistent evidence about the
positive impact of community service learning; however, methodological problems have
stood in the way of establishing a clear causal relationship. The research has also been
somewhat limited (Conrad & Hedin, 199Ia). Qualitative research has drawn on the
researchers' observations, repons from participants, journals, interviews, testimonials
and similar-type information, and has often been dismiSsed as being soft research. Some
think. it is not serious or objective enough to count as evidence one way or the other.
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Evidence from qualitative research on service learning outcomes has suggested
""even more strongly and consistently that community service can be a worthwhile,
usefuL enjoyable, and powerfulleaming experience" (Conrad & Hedin, 1991a, p. 746).
Qualitative studies over the past 20 years have uncovered a great deal about the
service learning process. In contrast to quantitative studies that generally have helped us
to answer the what questions, qualitative studies have helped us to understand the hCJl4l of
service learning: how programs are staned and are operated, how students learn in
community settings, and how different programs produce varied results requiring different
roles for participants (Shumer, 1997).
In a nationwide survey of 4,000 students involved in service, 75% reponed that

they learned more in their service learning classes than in their regular classes. Analyzing
these high school student journals, many srudents commented on the power of this new
role (Conrad & Hedin, 1991 b). An example of the types of responses is as follows:
As I walked through the hallway [of the elementary school on my first day of
leading elementary children in theater experiences], I realized what I had gotten
myselfinto ... a challenge. But as I step through the door I transfonn from student
to person ... The first day went extremely well, but I'm glad I don't have to go
through it again. Now I return to school and become student again. (p. 748)
Conrad and Hedin (1991 b) have discovered that service learning gives students a
sense of connection with a wider range of people, places, and problems; it has led to new
knowledge and understanding, as well as insights that are akin to a new way of knowing.
When the students in this study responded that they had learned more or much more
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from their experiences, "the 'more' turned out to be a reference not so much to amount as
to the significance. not so much to new information as to more important and more
personal knowledge and understanding" (p. 749). The study found that the students were
asking the fundamental questions ofJife such as "Who am I? Where am I going? Is there
any point to it all? They were thinking and writing about the basic issues of adolescence
and beyond: relationships. significance, connection, suffering, meaning, hope, love. and
attachment" (p. 749).
Kinsley (1992) reponed that teachers' and students' relationships changed as
they developed a deeper appreciation ofeach other during an service learning experience.
This also carried over into the classroom. They remarked that they had "begun to know
each other as 'real people'" (p.12S). The teachers also noted that there were fewer
discipline problems in the classroom.
Mauricio (1997) in a study involving an all-girl, parochial school found that
service learning impacted identity development and the development of a greater sense of
social responsibility. Harris (1995) in a descriptive study of high school service learning
programs in California found that the greater the students' challenges, the greater the need
for individualized, effective adult mentoring during service experiences. He found that all
the programs thought it was essential to integrate service learning into the core curriculum
of the school. His study also revealed that service learning increased teacher morale. He
discovered positive student outcomes of increased self-efficacy and self-esteem, improved
student attendance, improved problem solving skills and social interaction skills. He also
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reported that srudents were more hopeful about the future and students' attitudes toward
learning improved.
In a study designed to develop a profile of service learning programs in South

Carolina, it was found that a benefit of service learning was that students have become
experts in their specific area of service. Teachers reported that students were respected
more by their peers (Gibson Caner, 1995).

Effects of Service Learning on Middle School Age Students

Although there has been greater awareness of and focus upon the benefits of
service learning in the Ib""t decade, most studies have focused on older adolescents, high
school students or college-age students. There have been few srudies that have focused
on the effects of service learning during early adolescence (Hecht, Schine, Halsted. &
Berkson, 1995). "This omission overlooks a critical period for developing the skills and
abilities needed in high school and beyond, as well as for beginning to define a personal
sense of self' (p.I).
Calabrese and Schumer (1986) found that there were fewer discipline problems
and reduced levels of alienation and isolation among students involved in service learning.
One study (Schine, 1989) led to positive outcomes for learning disabled 10 to 12 year
olds with behavioral problems that served as tutors. The students reponed feelings of
being wonhwhile and productive.
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Kinsiey (1992) conducted a qualitative case study on the integration of
community service learning into the curriculum of a middle school. Kinsley reported that
middle school students began to view their classroom and their school as a community
and made connections to the larger community as welL She found that the students'
experiences enhanced their understanding of basic skills and helped them to apply content
information. They understood the meaning of community. the benefits of reaching out
and sharing with others and ofgiving their time 'Without reward. Teachers involved
observed that the students. as they learned more about their community. gained a stronger
sense of themselves. Stereotypes and barriers through interaction with the elderly and
various ethnic groups were broken down. Manners and respect increased as well.
Another study involving young adolescents (Hamilton & Fenzel. 1987) found that
participation as a youth volunteer had some positive effects on pro-social attitudes. upon
developing a sense of themselves. and upon the knowledge and skills the students used in
their activities. This study also found that girls gained more than boys in the area of
societal responsibility and that volunteers in community improvement programs gained
more than the ones in child care programs. Brandell and Hinck (1997) found that service
learning had a positive impact on school grades particularly for middle school students
with 16% difference in core grade point average, 25% difference in math grades, and 300/0
difference in social studies grades.
A study was conducted examining the effects of The Helper Model, which is a
service learning model used by the National Helpers Network. This model was designed
specifically for use with middle school students (Hecht, Schine, Halsted, &. Berkson,
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1995). Results have found that The Helper Model of Service Learning was a meaningful
experience for these adolescents providing opponunities for career development,
improved interpersonal and nurturing skills, selfgrowth, self-efficacy, learning specific
tasks, and understanding practical education.
Another study concerning the degree of caring of middle school students involved
in the National Helpers Network using as prompts scenarios of interaction at a preschool
and senior center led to confusing findings (Hecht, Fusco, Schine, & Berkson, 1995). The
results revealed differences between the service and nonservice students for the preschool
scenario. Service-involved students were less aggressive in their responses than the
nonservice students. There were no differences in the senior scenario. They suggested
that caring is learned within specific service contexts, not all.
Joan Schine, long-time advocate of service learning for young adolescents and a
pioneer in the crusade to involve young adolescents in service learning activities, has
contributed much toward promoting the value of service learning for young adolescents,
connecting the effects of service learning to the developmental needs of young
adolescents. She has based her conviction that service learning and young adolescence go
hand in hand on two premises: '"(1) early adolescence is a developmental stage with
unique but definable characteristics, and (2) this group can accomplish much more than
most of us assume" (Schine & Harrington, 1982, p. 7).

51
Effects of Service Learning on Gifted Students

There has been a paucity of research on effects of service learning on special
populations with the rare exception of at·risk youth. One study was conducted to
determine the effects of Experience-Based Career Education (EBCE) in secondary school
(Owens, 1982). In general, the study concluded that EBCE has a positive effect on
career, cognitive, and affective outcomes for students. One of the special populations
followed for one semester was gifted junior high students. These students were measured
against a comparison group of gifted students who had not been involved in community
explorations.
It was found that these gifted students as compared with the comparative gifted

group scored significantly higher in knowledge of specific community resources for
problem solving, ability to generate alternative solutions to problems, and the ability to
describe one's occupational plans. On self-repon measures, the participating gifted
srudents rated themselves significantly higher than the comparison group in the following
areas:
•

how society's values, government, and economy affect the world of work

•

the basic skills necessary for careers of interest to them

•

the democratic process

•

how to find and keep a job

•

how their interests and abilities fit into potential careers
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•

what to look for when considering a job. (Owens, 1982)
Limitations of this study included the nature of the study which was concerned

with career development, not specifically service learning and the lack of specific
reflective activities other than the survey that was completed. As with many other
quantitative research studies, this study was of limited duration. The major significance
of this study, however, was its secondary focus on gifted young adolescents.
I conducted a pilot case study (Terry, 1999) which examined service learning from
the perspective of young., gifted adolescents. The five themes that emerged from the data
were methodology, attitudes, personaJ and sociaJ development, commitment, and
empowerment which reflected the imponance of service learning to these adolescents.
The methodology used in the service learning class itself, according to the students, was
impol1ant to the outcomes. Working cooperatively, using creative problem solving
methods and the cognitive apprenticeship framework helped in the development of the
other four areas. The students developed positive attitudes and learned the importance of
a good attitude. They felt the community respected them, and they respected the
community. They also felt a great sense of accomplishment. The personal and social
development category was the most popular category addressed by the students including
the development of self-confidence. the emergence of new perspectives, the ability to
overcome problems, and the ability to work cooperatively. Academic skills such as
writing, public speaking, computer skills, acquisition of knowledge and math skills were
also improved. The development of positive attitudes and personal and social
development seemed to enhance the students' commitment, which ultimately led to
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empowerment for these students during their service learning projects. All the categories
seemed to balance on the methodology of the classroom; the empowennent emerged later
in the project.

Effects of Service Learning on the Community

The values of service learning to the community have been varied and have been
divided into two categories: (1) direct value of service to the community and (2) indirect
value of service to the community.
Direct Value of Service to the Community
Research findings on the impact of service learning projects on those served have
been limited but are primarily positive. This has indicated that youth enrolled in projects
which focus on making a difference in the community. in fact., do positively affect the
community (Kraft, 1996). Barbara Gomez pointed out that positive outcomes of these
projects for the community have included "valuable services to meet educational, health
and environmental needs. new resources for community development through students
and school, and students as active stakeholders in the community" (Gomez, 1993. p. 13).
Harry Boyte, oriented toward change in society, has been critical of current

conceptions of service based on volunteerism. He has viewed a greater value with larger
policy issues in communities. He has held that sen.;ce activities should develop students'
abilities of public speaking, organizing and preparing for meetings. analyzing problems,
and developing and evaluating action plans (Kahne & Westheimer, 1996).
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The actual value of a service learning project to the community has been
dependent upon the project. Each service learning project has dealt with different
community needs, and each community has had differing needs. F ounh, fifth. and sixth
graders from Salt Lake City, Utah, were instrumental in getting their state legislature to
pass stiffer punishments for drive-by shootings, graffiti, and possession of weapons near
schools~

they put up a billboard against abuse; they have helped to rid the community of

a crack house and build a house for a local family to replace it (Lewis, Perry, Murphy,
Kemmerl in, & Lutz, 1996).
A group of inner city students from Louisville, Kentucky successfully lobbied for
a bill that had been introduced to the state legislature that, ifpassed, would have created a
heritage land bUst fund. which would have gone to purchase environmentally significant
lands across the state. They vvrote letters, spoke before the legislature, and organized
workshops for Louisville students and a state conference that drew over 200 students.
Because of their persistence, the bill passed. They were invited back to the state capitol
by the Governor for the signing of Bill 368 establishing the Kentucky Land Heritage
Trust Fund which receives over $6 million each year for the purchase orland. According
to Jane Wilson of the Kentucky Environmental Education Council, it was the kids that
tipped the scale in favor of the bill (Grant, 1996). She stated, "Cute kids are one thing.
but well-infonned cute kids are another" (p. 13).
Indirect Value of Service to the Community
The indirect values of service to the community by youth have been many. John
Briscoe, executive director of Visions International, has concluded that service learning
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causes an increase in the number of students going on to further their education
dramatically by their realizing the jobs that are in the community that interest them
require a higher education degree. Some have argued that service learning projects help to
shape students' career aspirations (Gardner, 1997).
Another indirect value of service learning to the community has been that children
in society have been viewed as resources not responsibilities or problems. Faced with
youth vandalism. child violence. racism. problems in the classroom, lack of respect, and a
general malaise among children in Great Britain, Silcox and Leek (1997) found that some
are viewing service as an imponant component in improving British schools. For the first
time, students are being seen as pan of the solution to the country's educational
problems, not a continuation of the problem. They have discovered that service projects
influence the curriculum so that young people can become resources; over time, service in
the community and learning in schools have become one.
AJvin Tomer observed that students are receiving the message that they are not
needed until some time in the future. Because they haven't usually been involved in the
activities of the community. they haven't been motivated to become vital citizens
(Tomer, 1974). According to Barber, (1992), democracy, once cherished in the United
States, is in peril. Apathy and privatism have created an environment where Americans
have seemed to forget that civic activity is the fuel of democracy.
A primary responsibility of school has been to prepare students to be
responsible, productive citizens (Harrison, 1987). Barber (1992) has expressed that
Americans need to reexamine the relationship between school and society. He has argued
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that if schools do not foster a sense of community responsibility in students in America,
the consequences will be dire. Caner (1998) has projected that. .. tntimately, schools
\\-1th service learning programs will strengthen democracy and help students meet the
challenges and opponunities in the century to come" (p.2).
How can we expect students to become good citizens in a representative
democracy when we don't give them opponunities to do so? From primary school
through high school, service learning projects have enabled students to practice the skills
and habits of democratic citizenship by taking action in order to improve their
communities (Schine, 1996).
The generation gap that has plagued adolescents has proven to be bridged through
intergenerational service learning programs. Pannerships forged between the young and
old through community projects where they work side by side to benefit their
communities have reaped many benefits. The benefits from this pannership as related by
Tess Scannell, director of Generations United: A National Coalition on Intergenerational
Issues and Programs, have included:
•

Increased understanding of life as an ongoing process in which aging is a
natural component

•

Improved self-esteem

•

Dispelling myths and stereotypes of youth and age

•

Supportive, meaningful relationships between young and old

•

Strengthening informal suppon networks
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•

Filling in the gaps that formaJ sociaJ services and families cannot fill

•

Providing cost-effective programs that decrease competition for scarce
resources.

•

Promoting community collaboration, pooling resources, cooperative problem
solving.

•

Using time and energy in meaningful involvement.

•

Sharing experiences and coping skills. (Scannel L 1993, p.36).

According to Halsted and Schine (1994), an imponant by product of students'
involvement in community projects is that it teaches youth to be caring and
compassionate. In addition. they add, service learning "can become a powerful force in
bringing generations together and reconnecting youth to the community" (p. 256).

Developmental Needs of Adolescents

In modem America, the sense of community that once existed in neighborhoods,
both urban and rural, has eroded. Stable, close-knit communities where everyone knew
and looked out for each other are all but gone. Many young adolescents moving from
childhood have felt a desperate sense of isolation. With their peers feeling equally
confused and isolated, they, too often, have made poor decisions with harmful or even
lethal consequences (Carnegie Council on Adolescent Development, 1989).
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Erikson (1963) contended that the major developmental hurdle facing adolescents
is the establishment of an identity, a unified, holistic portrait of oneself that integrates the
personal self with all the public selves, the selves he or she presents to others. Erikson
labeled this erosion of self-esteem as adolescents begin their search for a stable identity an
identity crisis. This term seemed to capture the sense of confusion and anxiety that
adolescents sometimes feel as they think about who they are and who they want to
become. The identity crisis, he contended, occurs within 12 to 15 year olds. Many
adolescents entering high school with low self-esteem have become delinquent and have
relished this deviant self-image as giving them a boost in seJfwonh. Erikson referred to
this as a negative identity, becoming a black sheep or a loser (Erikson, 1963). He found
that the identity gained real

~ength

only from wholehearted and consistent recognition of

real accomplishment. Achievement, Erickson (1963) contended, must have meaning in the
adolescent's culture for it to have positive effect upon ego identity.
In adolescence, youth have begun to define self-wonh by what they are able to do

and the impact they have on their surroundings. In order to make the transition from
childhood to adulthood, adolescents desperately need opportunities to be responsible,
caring, panicipating members of society. However, in our society the opportunity to
discover oneself through action and contribution has been missing. By not allowing
young people a role in our society, we have prolonged their dependence and undermined
their self-esteem (Kohler, 1982). With so many changes and uncertainties, young
adolescents have needed experiences to give them the skills and self-confidence to move
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forward (George, 1997). Service learning has provided youth the opponunity needed to
provide positive effects upon the ego identity of young adolescents.
Concerned about the education of young adolescents in this country, the Carnegie
Council on Adolescent Development's Task Force on the Education of Young
Adolescents produced Tumin, Points: Preparin& American Youth fortbe 21st Century.
"A volatile mismatch exists between the organization and curriculum of middle grade
schools, and the intellectual. emotional, and interpersonal needs of young adolescents"
(Carnegie Council on Adolescent Development, 1989, p. 32). The Task Force hurled
scathing criticism at the middle grade curriculum.
The report painted a grim picture for the young adolescent. It stated,
Caught in a vortex ofchanging dema.'lds, the engagement of many youth in learning
diminishes, and their rates of alienation, substance abuse, absenteeism, and
dropping out of school begin to rise. (Carnegie Council on Adolescent
Development, 1989. p. 32)
John Dewey viewed education as the stimulation of development through stages
by providing opponunities for active thought and active organization of experience. One

aspect of Dewey's educational thought which Kohlberg and Gilligan (1979) have stated
needs to be revived is that school experience must be, as well as represent, real life
experience in stimulating development. "Such development must be meaningful or real to
the adolescent himself. In this sense education must be sensed by the adolescent as aiding
him in his search for identity, and it must deal with life" (p. 93).
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A developmental approach to service learning has been suggested for young
adolescents. Alec Dickson, founder of Great Britain's Voluntary Service Overseas and
president of Community Service Volunteers, has suggested that we should look beyond
the isolated service experience and discover ways to develop a sequential approach to
service learning. "The risk of boredom can easily be avoided if service learning is viewed
in a developmental context" (Schine, 1997a. p. 195). According to Schine (1997a),
students. following a developmental approach, would progress from simple group
projects in early years through increasingly complex sequences as they learn skills of
service and assume greater responsibility for initiating, planning and canying out service
learning projects.
More recently, cognitive psychologists have been concerned with how
information is processed and stored in episodic memory, the long-term memory system
for events and information. Ebbinghaus's research has found that the number of
repetitions led to a stronger memory which has suggested that frequency is a fundamental
variable in learning (Ashcraft. 1994). Three important storage effects have been identified
as rehearsal, organization, and imagery.
Craik and Lockhart (1972) embedded their proposal of the two types of rehearsal
into levels of processing or depths of processing. According to Craik and Lockhart,
stimuli which receive only incidental attention, are processed to a shallow level in
memory. OtherstimuJi receive more intentional or meaningful processing. The
intentional or deeper processing elaborates the information in memory by drawing
relationships between already-known information and the item currently being processed.
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What this all means to memory is that the information that is stored to the shallow level
in memory should not be particularly memorable later on a recall test. If the information
is processed at a deeper, more meaningful level, the infonnation has a better chance of
being recalled later. "An important theme in this depth of processing framework: is that
the mental activities a subject engages in during processing is as important for
understanding memory as a determination of the 'final resting place' of the information"
(Ashcraft, 1994, p. 216).
Several studies have shown that memory performance is enhanced when there is a
close relationship between the study and test conditions such as when the activities
during testing match those during the acquisition. Consistency between acquisition of
information and retention conditions has been shown to improve performance because
information is encoded into memory, not as a set of isolated items, but each item is
encoded into a richer memory representation which includes any extra information about
the item that was present during encoding. Tulving and Thompson (1973) have referred
to this as encoding specificity which means that storage of information into episodic long
tenn memory is affected by rehearsal, organization, and imagery. Ifall three conditions
are present, there will be a stronger memory trace. Congruence between study and test
conditions have been found to be critical. "Relevant rehearsal, including organizational
and imaginal elements, improves performance, as does the provision of retrieval cues that
were part of the original encoding of the material. Rehearsal that turns out to be irrelevant
for the test conditions, however, is generally of littJe benefit" (Ashcraft, 1994, p. 228).
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Unfortunately, much of traditional schooling has not led to the deeper level of
processing. Therefore, when the test was over, the shallowly-processed information was
difficult, if not impossible, to retrieve at a later time. Dewey (1938) perceived that the
trouble was in the fact that the subject maner in question was learned in isolation. «It
was put, as it were, in a water-tight compartment" (p.48).
Because skills attained during a service learning project have meant something
more than information to be recited on a test, these skills have become more deeply
processed, thereby being recalled more easily at a later date. Students involved in service
learning projects, unlike students in a traditional classroom setting, have achieved greater
depth of process of information because of the experiential learning process that occurs
during service learning (Sheckiey & Keeton, 1997).
Society, unfortunately, has focused on the prevention of youth problems rather
than the promotion of youth development. '''Service learning, in contrast, sets high
expectations for young people, not only for classroom accomplishments, but also in
terms of active engagement and contribution to society" (Zeldin & Tarlow, 1997, p. 184).
Kohler (1982) has charged that our society has failed to understand or respond to the
needs of youth by promoting the concept of adolescence as a waiting period. At the time
in their lives when they need to believe in their own value, youths have been forced to be
passive and dependent, having been deprived of the opportunity to make a difference in
the world.
Research has shown that young people in the early adolescent years have
cognitively improved their ability to sense group and community needs, while at the same
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time. young people's stated concerns with community issues such as hunger and poveny
have decreased during the same period. This paradox of greater developmental capacity
for concern paired with decreasing statements of concern has been explained by adults
who have accepted the characterization of young adolescents as self-absorbed (Scales,
1991 ).

Gardner (1961) has warned of a danger when young people in society feel that
their community does not need them. "The society which allows its young men and
women to fall into this attitude [sense of uselessness] is not simply neglecting them; it is
depriving them of a powerful spiritual tonic" (p. 153). Service learning has produced
positive qualities in youth. thereby helping them with the difficult transition to adulthood
(Kohler, 1982).

Rationale for Service Learning as Curriculum for Young Adolescents

Conrad and Hedin ( 1991 b) have stated that adolescents are curious, seeking. and
wondering about both themselves and the world around them, consumed with questions
such as Who am I? Where am 1 going?, and What is it all about? They have found that
the power of service is a path to learning for adolescents as it places these young people
in a context in which the learning is real, having consequences for both themselves and for
others. Although they acknowledge that it will not reach everybody. they have concluded
that it reaches a far higher percentage of youth more deeply than any other method
observed.
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According to Parsons (1996), schools must teach adolescents not only the rights
of a democracy, but also the responsibilities. In order to understand our system ofjustice
in a democracy. he contended that youth needed to be observers, and volunteer workers in
courtrooms, public defendant offices, detention centers, and police departtnents.
We cannot remove our children for 12 (or 16) years from the work places of
democracy in our community and expect them to know how to be responsible,
panicipatory small 'd' democrats just from having read about and passed tests on
U.S. citizenship in school classrooms. (p. ix)
Recent reports and school refonn proposals have pointed out the benefits to
adolescents involved with community service, acknowledging the fit between the
characteristics of this age group and active learning. In addition to addressing many
traditional goals of the middle school, service learning also is uniquely responsive to the
traits of young adolescents. These traits have been identified as the need to test oneself,
to experience adult roles, to experiment with new relationships, to be trusted and to cross
the bridge from school and family into the community-the world beyond (Schine, 1996).
The Carnegie Council's Task Force has recommended connecting schools with
communities which together share responsibility for each student's success through
identification of service opportunities in the community. Partnerships between schools
and communities have helped to ensure students' access to health and social services, as
well as having enriched the instructional program and opportunities for constructive after
school activities (Carnegie Council on Adolescent Development, (989).
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The Carnegie Council's Task Force has pointed to the onset of adolescence as a
critical period of both biological and psychological changes for the individual. Puberty, it
related. is one of the most far-reaching biological upheavals in life and involves drastic
changes in the social environment as young adolescents move from elementary to
secondary schooL "These years are h.ighly formative for behavior patterns in education
and health that have enduring significance" (Carnegie Council on Adolescent
Development, 1989, p. 12). This Task Force has expressed a crucial need to help
adolescents acquire durable self-esteem, flexible and inquiring habits of mind, reliable,
close human relationships, a sense of belonging to a valued group, and a sense of
usefulness in some way beyond themselves. Finding constructive expression of their
inherent curiosity and exploratory energy was deemed imponant, as was the
establishment of a basis for making informed decisions on matters that have large
consequences.
The challenge for educational and related institutions is thus to help provide the
building blocks of adolescent development and preparation for adult life. Yet
most American junior high and middle schools do not meet the developmental
needs of young adolescents. (Carnegie Council on Adolescent Development, 1989,
p. 12)

The middle school philosophy has encouraged teacher-student collaboration to
meet educational and developmental needs of students. According to the Carnegie
Council on Adolescent Development's report, however, the middle school reform has left
all adolescents in the lurch. Having the potential to make a tremendous impact on the
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development of these adolescents. they have largely ignored curriculum reform. Most
young adolescents, the report stated, attend large. impersonal schools, learn from
unconnected and seemingly irrelevant curricula. and do not know well nor bUst many
adults in school. The repon has openly supponed service learning for middle school
students. "Youth service in the community should be part of the core program in middle
school education" (Carnegie Council on Adolescent Development, 1989, p. 70). Both the
1989 and the 1992 Task Force repon included youth service as one of its
recommendations for teaching the core academic program. The second recommendation
called for the promotion of values of citizenship.
In 1993, MidgJy and Eccles completed a national longitudinal srudy finding that

instruction in schools designed for young adolescents was the same regardless of whether
students attended a junior high school or a middle school (George, 1997). Beane (1990)
has pointed to the failure to reform the cuniculum of the middle school as a serious
problem.
Largely obscured in this search for improved middle level education has been what
is probably the most critical question in this or any other kind of authentic school
reform: What should be the curriculum of the middle school? (p. 5)
Beane (1990) has blasted reformists that define progress as offering additional and
more specialized academic courses as many gifted advocates have echoed (passow, 1989).
He stated, "The subject approach presents numerous problems to schools in general and
the middle level in particular" (p. 28). According to Beane, the subject approach at the
middle school level has caused problems by presenting a distoned view of real life. Life
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and learning., he contended, consist of a continuous flow of experiences around situations
requiring problem solving, not a segregation of information by subject matter.
The arrangement of subject-approach curriculum for middle schools, according to
Beane (1990), has helped to create the incorrect belief that cognition and affect can and
should be separated in the curriculum. This has relegated affective dimensions ofleaming
such as self-perceptions, values, morals, and ethics to become separate programs with the
cognitive dimensions being perceived as more imponDt. "That this view is silly is
obvious when we understand that in real life cognition and affect are inseparable ..."
(Beane, 1990, p. 31). Bruner echoed this view when he stated,
If I had my choice now .. jt would be to find the means whereby we could bring the

society back to its sense of values and priorities in life. I believe I would be quite
satisfied to declare, if not a moratorium, then something of a de-emphasis on
matters that have to do with the sttucture of history, the sttucture of physics, the
nature of mathematical consistency, and deal with curriculum rather in the context
of the problems that face us. We might better concern ourselves with how those
probiems can be solved, not just by practical action, but by putting knowledge,
wherever we find it and in whatever form we find it, to work in these massive
tasks." (Bruner, 1971, pp. 29-30)
Not only have current criticisms surfaced recently about the curriculum of schools
in America, they have persisted for decades. In 1938, John Dewey described the issue in
this way:
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What avail is it to win prescribed amounts of information about geography and
history, to win ability to read and write, if in the process the individual loses his
own soul: loses his appreciation of things worthwhile, of the values to which
these things are relative; if he loses desire to apply what he has learned and, above
all, loses the ability to extract meaning from his future experiences as they occur?"
(Dewey, 1938, p.SO)
The isolation young adolescents have felt has caused a rift between them and
society _ Service learning has been found to be beneficial as it involves youth in active
roles in the community, thereby establishing new relationships between youth and adults.
Service learning gives hope that., as adults observe increasing numbers of youth actively
involved in constructive, pro-social work, their jaded views of youth may be transformed
(Halperin, 1993).
Beane (1990), after identifying general education as referring to the kind of
education that focuses on the common needs. problems, interests, and concerns of young
people and society, stated that for middle school, general education should deal with
developmental concerns of early adolescence and the social issues that both do and will
face these youth as they are Jiving in a social world. In school, we seem to have removed
young adolescents from the things that are of the most imponance to them in their lives
both for today and in the future. Today's adolescents will live out their lives in the
twenty-first century facing many problems in existence now as well as those unforeseen
that may arise in the future. Unfortunately, these problems, these issues, have been
marginal ized by the academic-centered, subject area curriculum (passow, I 989). "An
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adequately framed general education must thus address these issues or risk collapsing
under the weight of its own irrelevancy" (p. 39). In this regard, Kiner (1993) has viewed
community service as a potentially life-changing experience for middle school students.

Differentiated Curriculum for Gifted

Differentiated curricula for the gifted have been implemented for many years in
the United States. Due to the varied nature ofgiftedness, these curricula have been also
varied. Coleman and Gallagher (1995) have recommended 12 basic guidelines for
differentiating the curriculum for gifted students which include:
•

gifted children form a diverse group with varying needs and require a range of service
options

•

gifted children learn at a faster rate than others their age, and they often can move
through the curriculum more rapidly

•

gifted children think with more complexity than others and require differentiated
curriculum

•

some gifted children may not reach their potential without additional support

•

gifted children require time with others with similar cognitive skills

•

gifted children have unique social needs and need access to appropriate counseling

•

teachers ofgifted students must have an appropriate knowledge base and skills to
meet the needs of the gifted, as well as enjoy working with these students

70
•

when appropriate curriculum is not provided, gifted children do not thrive in school
and even suffer cognitively or affectively

•

services for gifted children must be a pan of an overall education program which
supports excellence for all students

•

stimulating and challenging early education experiences help to shape learning habits
of gifted students

•

given appropriate education opponunities, gifted children will become increasingly
knowledgeable which increases their need for differentiation

•

gifted programming often overlooks potentially gifted students from culturally
diverse or economically disadvantaged families, and srudents with disabilities which
requires special efforts to be made to ensure all gifted students are served.
Meeting needs of the gifted through curriculum differentiation has required

recognition of the varied nature of intelligence. Gardner initially identified seven
intelligences (Gardner. 1993). They have been identified as(l) linguistic intelligence, (2)
musical intelligence, (3) logical-mathematical intelligence, (4) spatial intelligence, (5)
bodily-kinesthetic intelligence, (6) intrapersonal intelligence, and (7) interpersonal
intelligence. The difficulty of providing a curriculum to meet the needs ofall these
intelligences has been apparent.
According to Renzulli and Reis (1992) Curriculum Compacting has been proven to
be a very effective method of curriculum differentiation. Curriculum Compacting has
helped to accomplish two goals in a gifted program. It has eliminated some of the
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repetitious drill and has upgraded the level of challenge for the students, thereby
decreasing boredom. It has also provided continuous daily modifications in each child's
strength areas (Renzulli & Reis, 1992).
There has been a growing belief that we can better meet the needs of able students if we
know their panicular talent strengths. Bloom (1981) has argued that it is imponant to
know early in one's life his or her talents and how these talents connect to potential
careers.

Development of Creativity in Education

According to Torrance (1995), some degree of creativity is required when we are
confronted with problems for which we have no learned, practiced, or habitual solution.
This can force us to go beyond where we have been before, to take a leap_ Everyday
creativity calls for small leaps, whereas some technological, social or political changes
require larger leaps. Very large leaps, sometimes referred to as ahas. are most likely to
occur when one has been working and puzzling over a problem for hours or even years
and has been unable to find a satisfactory solution. Then it suddenly comes through-the
giant leap-the answer (Torrance & Safter, 1990).
Feldhusen and Treffinger (1980) have addressed the imponance of fostering
creativity in the classroom pointing out that creativity has been known to promote
inquiry. In order to enhance creativity in the classroom, students who have been involved
in a discovery process need to feel free to combine new ideas, ask questions, share
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thoughts and reactions. and express ideas without undue pressure from peer competition.
Inquiry learning has involved manipulation of the environment that is meaningful and
relevant to the students themselves. Environments which have given students the
freedom to choose alternative instructional materials have tended also to increase inquiry
activity. thus increasing creativity (Feldhusen & Treffinger, 1980). Service learning
projects have been found to be more meaningful and relevant to students than regular
classroom activities (Conrad & Hedin. 1981).
New theories concerning the nature of incubation and the creative process have
helped to define important requirements for an instructional model to enhance incubation
and creative thinking. These requirements have been identified as follows:
1.

States of consciousness other than Lhe logical, wakeful state of
consciousness must be activated, at least for brief intermittent periods.

2.

Intellectual, volitional, and emotional functions must all be brought into
play together.

3.

There must be realistic encounters with a problem. intense absorption,
involvement, commitment, and heightened consciousness or awareness.

4.

Opposite, contradictory or antithetical concepts. images, or ideas must be
confronted simultaneously.

5.

Visual. kinesthetic, auditory, and other sensory modes of thought must be
brought into play. (Tonance, 1995, p. 222)

The three-stage model developed by Torrance (1995), the Incubation Model,
provides a method to bring creative abilities into play_ Using this model, teachers prepare
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students to begin making connections by, first, heightening anticipation followed by
assimilating new infonnation, getting more deeply invoJv~ and. finally, by encouraging
incubation by going beyond and keeping it going (TotTallce & Safter, 1990; Torrance,
1995).
Bloom (1981) has related that the conditions most conducive to creativity have
included conditions free of extrinsic constraints on perfonnance, thereby encouraging self
direction. These have been conditions where intrinsic reasons for engaging in activities
have been promoted over extrinsic ones. As far as social psychology has been concerned,
Bloom (1981) asserted that the social factors which have enhanced a person's motivation
to do something for its own sake will also enhance creative performance on the activity,
whereas factors that have undennined that motivation for some external goal will
undennine creativity. Creativity skills have b~ enhanced. according to TotTallce (1995),
when someone has fallen in love with what he is doing. According to Conrad & Hedin
( 1991). the passion expressed by students who have participated in service learning
projects is a reflection of the love they have experienced for what they have done.

Cognitive Development and Service Learning

Teaching for Thiokin&
According to Guilford (1965), cognition means discovery or rediscovery. Dewey
(1916) viewed the phrase thinkfor oneselfas a pleonasm. He contended that unless one

thinks for oneself, one isn't thinking. He expressed that thinking is as much an individual
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matter as the digestion of food, and that there are variations of point of view, of appeal of
objects, and of mode of attack from individual to individual. "When these variations are
suppressed in the alleged interests of uniformity, and an attempt is made to have a single
mold of method of study and recitation, mental confusion and artificiality inevitably
result" (p. 354).
Olson and Bruner (1973) have suggested that individuals have three different
modes ofleaming available to them: (1) contingent experience, (2) observation of models,
and (3) symbolic systems. Therefore, a teacher must be concerned not onJy with the
knowledge he or she wishes to convey to the students, but also with the mental skills
which the students develop in the course of acquiring the knowledge. The basic skills for
learning from experience have been identified as the skilJs of observation, active
questioning, and synthesis. In order to teach experientially, it has been recommended that
more needs to take place than putting students in active roles in the community; the
students must be equipped with the skills to learn effectively in that setting (Hedin,
1983).

"As an integral part of their education, we must sensitize gifted children and
youth to the major problems our world societies face--among them, poverty, famine, war
and nuclear annihilation, raciallhealth, genetic changes, population growth, employment,
quality oflife, etc." (passow, 1989, p. 6). Research (passow, 1989), has suggested that
gifted children have the potentiaJ for greater and more profound sociaJ, moral, and ethical
concerns. Strang (1965) stated that gifted students tend to learn by complex associative
methods rather than rote drill. She found that they enjoy talking. and participating in
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group discussions with enthusiasm, and they want "to do creative work:., to learn to speak
before an audience, to apply principles to the solution of life problems, to match wits
\Vith equally gifted persons" (p. 115).
Passow (1989) has recommended actions that should be taken in order to serve
gifted children appropriately. He suggested that gifted children should become involved
in education for peace and disannament; they must be encouraged to think about the
moral and ethical dimensions of the subjects they study; they should be taught to think
about and how to think about the future; they should be given opportunities to become
activists by engaging in the study and solution of real life problems; they should be taught
to read and view the news regularly; they should be involved in networking with other
gifted children in the world.
Problem Solving
An important element of cognition has been identified as problem solving.

Problem solving has been considered important in developing cognition in gifted students.
The types of cognitively demanding tasks encountered in the day-to-day world have
tended to be different in important ways from those encountered in the classroom.
Problems studied in the classroom are typically well defined with all the information
needed to solve them being provided. Problems in the real world are more likely to be ill
defined, to be lacking in required information. and, in many cases. not to have a known
correct solution (Nickerson, 1994).
The issue of transference has been called into question when problem solving
skills have been taught in isolation and then applied to real-world problems. Nickerson
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(1994) has proposed that one particularly imponant generalization about transfer is that

it deserves explicit focus in any approach to teaching of thinking and problem solving. He
explained that we cannot assume that transfer will occur spontaneously.
Whether thinking skills or problem-solving strategies are taught in the context of
conventional subjects or in stand-alone courses, students need to be made aware of
the applicability of what they are learning to contexts other than that in which
they are learning it. (p. 438)
CQgDitive Development
Metacognitive knowledge has been called knowledge about cognition, about one's
thought processes. Included in metacognitive knowledge has been knowledge about how
to monitor, control, and evaluate one:s performance on cognitively demanding tasks
(Nickerson, 1994).
Cognitive development also has referred to moral development. According to
Conrad and Hedin (1981). moral development can be improved by participation in service
learning projects. Boyer (1995) expressed the power of ethical content to cognitive
development when he said, "Knowledge unguided by an ethical compass is potentially
more dangerous than ignorance itself' (p. 179).
In a study conducted by the NCES (U. S. Department of Education, Office of

Educational Research and Improvement, 1999, September) it was found that about one
fifth of schools with service learning reported that one of the top three reasons for

encouraging students involvement in service learning was to teach critical thinking and
problem solving skills.
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Affective Development in Gifted Children

Developmental Potential
According to Hollingsworth (1942), gifted and talented people are energetic,
enthusiastic and intensely absorbed in their pursuits, endowed with vivid imaginations,
sensuality, moral sensitivity and emotional vulnerability (cited in Piechowski, 1986).
Dabrowski, tenned this expanded and intensified manner of experiencing in psychomotor,
sensual. intellectual, imaginational, and emotional areas as Overexcitability (Nelson,
1989).
Studies have shown that gifted adolescents have higher Overexcitability (OE)
profiles than their non-gifted peers (piechowski & Colangelo, 1984; Piechowski, 1986).
OE's combined with gifts and talents make up a person's "developmental potential," his
or her potential for the development of higher order values (Silverman, 1998). The
importance of an OE is that without it, "a talent would be no more than a bare
computational device" (piechowski & Colangelo, 1984, p. 87).
Self-esteem and Self-efficacy
In the 1980's, self-esteem was brought into educational policy thinking. It was
linked, not only to academic achievement, but also to substance abuse, anti-social acts,
adolescent pregnancy, suicide and other self-destructive behaviors (Beane, 1991). The
feeling was that a child will not hun himself if he likes himself. Moreover, studies in seJf
esteem show a persistent correlation between self-esteem and achievement "Enhancing
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self-esteem helps build the personal and collective efficacy that helps us out of the
morass of inequity that plagues us"(Beane, 199 L p. 26).
The inside aut approach-going inside the individual and encouraging him or her to
push ahead-has ignored the fact that in the balance of interactions between individuals
and the environment out of which self-esteem grows, the environment has been more
powerful (Beane, 1991). It is usually the gifted child that is likely to be significandy
more emotionally sensitive than the non-gifted child (MendagJio, 1995), thereby being
more affected by the environment that impacts him or her. The key to effectively
meeting the needs of the early adolescent, especially the more sensitive gifted ones, is to
use both the inside aut approach and the autside in approach.
According to Beane (1991), it takes more than self-love; these young people must
also have a sense that what they say, think, and do counts for something. Therefore, a
good way to boost self-esteem has been to promote self-efficacy. In order to do so,
schools have needed to place a premium on authentic participation, collaborative action, a
problem-centered curriculum and interdependent diversity. Schools have also needed to
place emphasis on collaborative teacher-student planning, cooperative learning, thematic
units emphasizing personal and social meaning, student self-evaluation, multi-cultural
content, community service projects, and activities that involve making, creating, and
doing (Beane, 1990).
According to Scales (1991), there is a dramatic difference between self-esteem and
self-efficacy. He stated that self-worth might be increased by chanting phrases aloud of
one's self-worth, but no chant will raise self-efficacy, the sense that one's actions can
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directly impact the reaJ world. He has proposed providing opponunities for young
people to have that impact. to reach beyond their immediate grasp.
Underachievement
Underachievement has been one of the products of inappropriate instruction for
gifted students. According to Rim and Olenchak (1991). underachieving students lack a
sense of locus of control which means that they do not understand the relationship
between their effons and their output. There has been no intemaJization of the concept
of perseverance, so they have either given up or not even tried. They aJso have not done
well in competition.
Participation in the Future Problem Solving Program has been demonstrated to
reverse underachievement for some students by shifting locus of control while giving peer
and adult suppon for these students' productiveness (Rjmm & Olenchak. 1991).

Summary

Research findings for the effects of service leaming on youth have been mixed.
Advocates of service learning do not, unfonunately, have much of a research base to
suppon the effectiveness of their programs (Chapin, 1998). Studies have suffered from
lack of adequate measurement instruments due to the complexity of service leaming
(Conrad & Hedin. 1981). the possible effects of previous volunteer experience (Conrad &
Hedin, 1981; Hamilton & Fenzel, 1987), the lack of a conceptuaJ framework by which
studies can be identified (Conrad & Hedin,

1981~

Aiken, 1942; Newman & Rutter, 1983;

80
Hamilton & Zeldin, 1987), and the uneven quality of students' experiences (Kraft. 1996:
Conrad & Hedin. 1981,

1989~

Hamilton & Fenzel,

1987~

Aiken, 1942).

Despite the fact that the literature has been positive about the educational value of
service learning, research findings have been inconsistent from study to study. Some
studies have concluded that students involved in service learning projects have attained a
better sense of social competence in communicating effectively (Newmann & Rutter,
1989; Hamilton & Fenzel. 1987; Conrad & Hedin., 1979, 1981, 1982; Brandell & Hinck.
1997) while other studies have found that more favorable attitudes toward adults and
organizations have emerged and students have gained personally (Hamilton & Fenzel,
1987; Silcox, 1993; Follman & Muldoon, 1997) and intellectually (Conrad & Hedin, 1981;
Hedin. 1987; Shumer, 1994; Brandell & Hinck. 1997; Follman & Muldoon, 1997) from
service learning participation.
Although there has been great awareness of and focus upon the benefits of service
learning, most sttJdies have focused on older adolescents, high school students or coUege
age students (Conrad & Hedin., 1981; Newman & Rutter, 1983; Hamilton" Zeldin, 1987;
Silcox, 1993; Shumer, 1994; Tyler, 1982). Diverse populations have not been adequately
represented in service learning studies with the exception of at-risk youth. There have
been few studies that have focused on the effects of service learning during early
adolescence which is very unfortunate because early adolescence is such a important
period for development (Hecht, Schine, Halsted, & Berkson, 1995).
Differentiating curriculum for the gifted has been in the spotlight for many years.
Just how to differentiate the curriculum has been at issue for just as long. Renzulli and
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Reis's (1994) Curriculum Compacting is an effective method of curriculum differentiation
for gifted students; what to do with the students to fill in that newly-formed gap of
instructional time has remained problematic for many teachers in the field.
Psychologists have stressed the importance for students to view their education as
helping them search for their identity and deal with life (Kohl berg and Gilligan, 1979). In
the early pan of the 201b century, 10hn Dewey promoted learning by doing-real world
learning. Passow (1989) recognized the importance of real life experience in stimulating
development of the gifted as well as providing hope for the world's problems.
Service learning has been valuable to the community both directly and indirectly.
From meeting educational, health, and environmental needs of the community, to
providing new resources for community development, service learning projects have
provided positive outcomes for communities (Gomez. 1993). Viewing youth as a pan of
a solution to problems in a society rather than a part of the problem has been another
outcome of service learning (Silcox & Leek., 1997). Strengthening democracy has been a
byproduct of service learning as well (Caner,

1998~

Harrison, 1987; Barber 1992; Schine,

1996).
The review of the literarure has given us an historical context ofservice learning,
adolescent development and gifted and creative education. It will be used as a foundation
for understanding this study of young., gifted adolescents as they impfement service
learning through a differential curriculum for gifted students in a middle school in rural
Northeast Georgia.

CHAPTERID

METHODOLOGY OF THE STUDY

Phase One of the Research: Description of Pilot Study

I conducted a pilot study in 1998 on the Community Action type of service
learning in order to detennine the perceptions of middle school students who participated
in the highest stage of service learning (see Figure 1). The Pilot Study determined
outcomes of this degree of service learning from the perspective of the gifted adolescents
who participated in one of three service learning projects.
The Pilot Study was a case study design involving three service learning projects
in which my students were involved. Three former students, members of the Backstage
Crew-a group of 25 gifted students who participated in a service learning project to
renovate an historic theater in the community during their eighth grade year- were
asked to participate in a focus group interview. I arranged a focus group for the first
interview with these three students due to the open·endedness of that design.
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Another student, Kat. currently a sophomore in college, represented another
project. I selected Kat because of her role in the project as facilitator or leader. It had
been five years since her project ended, so I wanted her added insight as a result of
having had more time to reflect on the project. I wanted to know how the project had
impacted her life, ifit had at all.
By closing the distance between the researcher and participants, richer data were
obtained. .4..150, being aware of the biases that I have concerning service learning caused
me to be extremely cautious during the analysis of the data.
Description of Projects and Data Sources
The service learning projects selected for the Pilot Study were alike in that they
were Community Action service learning projects involving middle school students.
They differed in duration-from five months to three years. They also differed in the
level of impact on the community although all three projects had some impact in their
respective communities.
One project, the RIPPLES Project, was featured in Reader's Digest. RIPPLES is
an acronym for Royston Involvement Project by Pupils for Lifting Economy and Society.
This year-long project led to the restoration of two of the oldest buildings in the
downtown area. a professional market study for the community. and a massive clean-up
of the downtown area involving 140 students from the local elementary school as well as
involvement from other individuals and organizations in the community. These students,
the RIPPLES Gang, and I received a Public Service Award for this effort. AJthough
these students were not interviewed in the study, infonnation from this project was
obtained from newspaper and magazine articles and a scrapbook.
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Another project undertaken by the Backstage Crew lasted only five months.
Since this project concerned a theater, these students playfully named themselves the
Backstage Crew. This project involved plans for restoring a historic theater in the
community. The students raised over $6,000 that went to the architect who is still
working on the designs for the renovation. The students I interviewed, now 16 and
currently attending the local high school, were selected because they were representative
of different groups such as media. public relations, correspondence, or facilitator that
operated during this project as well as both genders (one boy and two girls). These
students performed different roles during their project. Kevin was in the media/computer
group; Trina was a facilitator (leader); Anna was in the Public Relations!An group. The
valuable information from the focus group interview with the Backstage Crew helped in
developing questions for the individual interview with Kat, a SWaMP Kid.
The project by the SWaMP Kids lasted for three years and created very dramatic
results. The srudents ultimately wrote a 7S0-page, state-approved Solid Waste
Management Plan for their county and postponed the closing of thei r county landfill until
after the tum of the century. The project earned the group a Presidential Environmental
Youth Award. Kat, along with two others from the group, was subsequently a guest on
the Phil Donahue ShOlf;" which highlighted kids who have a made a difference. The
inteJView that I conducted with Kat lasted an hour and a half and was audiotaped and
transcribed. In addition to this interview, newspaper articles, a public document, and a
television show transcription represented this project.
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Service Typology Used
In order for schools to determine how to implement service learning. they must

first understand the differences between service learning activities and the outcomes
associated with each type of sen.;ce learning project. The following typology of service
learning was designed to address the differences between the activities based on the
degree or level of student involvement (see Figure 1).
Like a thermometer. the service learning degrees, or levels of involvement. work
on a continuum in this service learning typology rather than on sharply delineated points.
The initial degree of involvement is Community Service. According to Teny and
Bohoenberger (1999), this level includes students volunteering in the community,
performing designated tasks such as tutoring. working in a nursing home, or shelving
books at the local library, becoming more aware of their community. Community
Service can involve a high degree ofsen.;ce more often with a low degree of learning.
The next type of involvement on the service learning thermometer involves not
only awareness, but exploration and engagement as well. This is classified on the service
learning thermometer as Community Exploration. The students go out into the
community or elements of the community come into the school where information from
the real world is shared, understood, and explored at a more authentic level than reading
it in a textbook. Community Exploration does not necessarily involve service to the
community although it may involve a high degree of learning. The greater the service and
learning at this level, the higher the degree on the service learning thermometer.
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Figure 1
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The highest level on the service learning thermometer. Community Action.
involves students not only becoming aware of. exploring, and becoming engaged in their
community but also involves the students making a positive impact on their community,
becoming empowered to make a difference in the real world. Community Action
involves a high degree of service which usually has had a broader community impact and
the highest degree oflearning. The Community Action level corresponds with Level
Four of the Essential Elements for service-learning established by the National Service
Learning Cooperative (Toole, Conrad. & Nelson, 1998).
Data Codina and Analysis of Pilot Study
The audiotapes of both the focus group and the individual interviews were
transcribed verbatim. Glaser and Strauss's (1967) constant comparative method of
analysis was used in the analysis of the data. The constant comparative method is a
process whereby the data gradually evolve into a core of emerging theory. This core is a
theoretical framework that further guides the collection of data. In order to derive a
theory from the data. both the integration and refinement of categories, propenies, and
hypotheses are needed. As the theory solidifies, major modifications are lessened as
comparisons of the next incidents of a category to its properties are carried out. As more
data are processed, fewer adjustments are needed because the theory emerges with a
reduced set of higher level concepts (Merriam, 1998).
Coding was carried out on the transcribed interviews. The coding was a system

for both organizing and managing the data.. and it involved assigning shonhand
designations to various aspects of the data in order to retrieve specific pieces of it
(Merriam, 1998). Tentative categories and themes emerged from the coding. I
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performed the initial coding of the data via a process of segmenting the information. as
suggested by Creswell (1998). To ensure reliability, another independent investigator
also coded the data as well, and any coding discrepancies were resolved .
.-'\fier the data were coded into categories, I conducted axial coding, which was a
process of looking for categories that cut across the data sets. Reliability of the axial
coding was enhanced by having three colleagues examine the axial coding categories and
verify their accuracy. Selective coding followed whereby the categories assigned during
axial coding were integrated through a slOry line (Creswell. 1998). An integrative
diagram, a visual model, was created to illustrate the story line, how the categories
interacted to influence the central phenomenon.
When the coding was completed, a member check was done with one participant
in the interviews. This individual reviewed the coding and assessed its accuracy from her
point of view. Triangulation with the articles, documents. books, scrapbooks, and
television show added to the rigor of the study.
Five themes emerged from the data collected and analyzed from the Pilot Study:
methodology. attitudes, personal and social development, commitment, and
empowennent. The development of the attitudes and personal and social development
seemed to enhance the students' commitment that ultimately led to empowerment for
these stt.adents during their Community Action service learning projects. All the
categories seemed to balance on the methodology of the classroom as can be observed in
figure 2: the empowerment emerged later in the project (see figure 2).
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Figure 1

The goal of this study was to examine the Community Action service learning
project at Han County Middle School in order to detennine the validity of the findings
from the Pilot Study. In the Pilot Study.

I. as researcher, was also a participant, the

teacher. It was, therefore, important to me to examine the effects of this model of service
learning as an observer to extend and validate findings from the Pilot Study.
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Phase Two of the Research

Case Studv
This was a case study of the effects of a service learning program involving gifted
students at one institution from 1998-2000. This study examined data relating to the
implementation of a type of service learning (see Figure I) referred to as a Community
Action service learning model (Terry & Bohnenberger, 1999).
The students involved in the case study were participants in a differentiated
curriculum for gifted students facilitated by a certified teacher of the gifted at Han
County Middle School in a rural county in Northeast Georgia. The students attended the
gifted class daily for one period where service learning was one pan of the differentiated
curriculum. Though not a core class, the students engaged in various competitions
involving problem solving., writing., and the Stock Market Game. Participants were
enrolled in the sixth gTade during their service experience for the 1998-1999 school year
and seventh grade during the 1999-2000 school year. This was the participants' first
experience with service learning. The group received a Learn and Serve America grant
for the 1999-2000 school year.
This case study examined the service learning project of these students at Hart
County Middle School, the design and delivery of service learning during the two-year
period beginning in the fall of 1998 and continuing through the winter of 2000, the
students' activities and reactions, and the reactions of the teacher, the principal, and the
community.
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This study examined the effects upon the participants in order to better understand
the significance of the role of a specific type of service learning delivery model on gifted
students, the principal, the teacher, the school, and the community as they all interacted to
incorporate service learning into the curriculum. This study described the ways that
gifted students were involved and their reaction to both service learning and the
community as well. It discerned the impact that this type of service learning had on both
the students and the community.
Case Study Process.
According to Merriam (1998), a qualitative case study is an '"intensive, holistic
description and analysis of a single entity, phenomenon or social unit" (p.27). Creswell
(I998) stated that a case study is "an exploration of a bounded system or a case (or

multiple cases) over time through detailed, in-depth data collection involving multiple
sources of information rich in context" (p. 61); Because of the complexity of this study
with its many variables, which are difficult to quantify, a qualitative method of research

was employed in order to provide the necessary data to describe the responses,
conditions, practices, and activities of this srudy. This method was used because I was
interested in understanding the meanings people have constructed- how they make
sense of their world and the experiences they have in this world (Merriam, 1998).
The purpose of this srudy was to explore and develop a comprehensive and
detailed account concerning the experiences ofyoung, gifted adolescents involved in
service learning at Han County MJddle School in Han County, Georgia. This case study
was bound by (1) Han County Middle School in Hartwell, Georgia (2) a type of service
learning proj~ Community Action, that was pan of a Learn and Serve America grant
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during the 1999-2000 school year in Georgia, and (3) gifted students participating in a
differentiated curriculum incorporating service learning and served by a certified reacher
of the gifted for one segment per day during the 1998-2000 school year.
Entry into the Site.
Entry into the site was facilitated with ease. Ms. Smith. the teacher of the gifted,
introduced me to the principal during the first year of the project. I interviewed Mr.
Gulley, the principal, in the spring of 1999. At that time, he commined his support to
study and offered to help in any way he could. Ms. Smith was very helpful in both the
distribution and the collection of the student permission fonns.
With the exception of the principal and the teacher, participants were interviewed
during the second year. Through the principal, I had complete access to student records
and pennission to pull students to interview at will. He charged the school secretary to
help me with anything [ needed, and she did. The entire school was very positive and
hel pful. The conference room was reserved for my use for two days. Activities
scheduled for the conference room were rescheduled or moved to another location.
Selection of Participants.
Participants for the study were selected through purposeful sampling techniques.
According to Merriam (1998), purposeful sampling is appropriate to use when the
investigator wants to discover. understand, and gain insight; therefore, one must select a
sample from which the most can be learned. Panon (1990) stated that the power and
logic of purposeful sampling lie in choosing infonnation-rich cases for in-depth study.
Infonnation-rich cases, he offered further, are those cases in which issues of central
importance to the purpose of the research lie (patton. 1990).
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The type of pU'l'oseful sampling used in this study was maximum variation
(patton, 1990). According to Creswell (1998), maximum variation sampling techniques
document diverse variations as well as identifying imponant common patterns. This
strategy for purposeful sampling has as its goal to capture and describe the central themes
that cut across a great deal of participant variation. The value of maximum variation
sampling to this study was that maximum variation sampling captured the common
patterns that emerged from a great variety of participants and increased their significance
from having emerged out of heterogeneity (patton, 1990).

Two students were selected

because they represented disconfirming or negative variations. Other variations included
race. gender, role in the project, and confirming variation.

Key Informants
The key informants selected to participate in the study included the principal of
the school, Mr. Gulley; the teacher of the gifted, Ms. Smith; two community members;
three parents of student participants; five gifted students who were involved in the focus
group interview: and six additional students who were interviewed individually.
Description of Panicipants.
I selected Han County Middle School located in rural northeast Georgia as the
site for the study because the teacher of the gifted at this school had previously and
successfully implemented the Community Action model of service learning in another
school system. AJso, the students involved had never panicipated in service learning
before undertaking this project. The teacher who facilitated the project was selected as a
Learn and Serve recipient during the 1997-98 school year at her former school. Her
project was recognized to be so outstanding that Learn and Serve of Georgia appointed
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her as a Learn and Serve Ambassador for both the 1998-99 and the 1999-2000 school
years. Her commitment to both service learning and the Community Action model
(Terry, & Bohnenberger. 1999) made her and her students ideal, information-rich
participants.
I selected a group of students representing different operating groups in the
project for the focus group interview. Included in this interview was one of the
facilitators of the project, Latoya., who was also interviewed individually, and
representatives from other groups. I made a point of selecting a representative number of
boys and girls to make a total offive participants for the focus group intervieV¥', two boys
and three girls.
I personally interviewed seven student participants of the project although I was
unable to use one student interview. One of the girls that I selected to interview as a
good representative of a lesser-involved member of the project., a disconfinning member
was unaware of many facets of the project because she had not become a member of the
project until January 1999. She was unaware of how the project started and of the
different groups and how they had been detennined. She missed pivotal parts of the
project and was distanced from the inner workings of the group as a result. I could not
acquire needed information from her. I tried to make her feel comfortable and tried probe
after probe after probe; yet she simply would not respond. She was so nervous about the
interview that she was shaking. Based on her lack of information about the project and
her extreme shyness. I made a decision to replace her with another student.
In order to find an appropriate replacement for this student, I read through some
documents. Wanting to replace the student with a girl since I was already interviewing
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three boys, I examined the list of students and carne up with three girls who had been
involved since the outset of the project. I then went to the teacher and consulted with her
after getting the students' schedules. The teacher said anyone of them would be an
appropriate replacement. I selected a student..

Tabith~

one of four video coordinators.

Although very timid, she was able to give some infonnation I thought would ultimately
be helpful.
Of the remaining students who were interviewed individually. one facilitator, an
African-American girl named Latoy~ was selected in order to get a picture of the effects
of this type of service learning from the standpoint of both a leader and a minority.
Another African-American student.. Bryan, was selected because of his race, gender, and
role in the project. Aaron, who was considered a behavior problem in the class, was
selected as a disconfinning or negative participant (Miles & Huberman, 1994). In order
to get a complete picture of the dynamics between the separate classes that comprised the
Hartwell Helpers, I included the other student facilitator, Cathy. Finally, a student who
was very involved in the project was also selected. Although not known at the outset, I
discovered that this boy, David. was diagnosed with both ADIHD and Tourette
Syndrome. This ultimately contributed significantly to the findings in the study.
Personal interviews were conducted with the principal of the school and several
pacents of student participants. The parents of three of the students I interviewed
individually were selected and asked to participate in the study. Two community
members were interviewed, one a member of the Downtown Development Authority
(DDA) and the other, the Main Street coordinator. in order to ascertain the impact of the
project on the community.
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Data Collection
Several methods of data collection were used: focus group interviews, individual
mterviews. observations. and documents which included srudent writings, newspaper and
newsletter anicles, a repon. a scrapbook, and a video tape. A matrix, TABLE 1, was
developed to guide the research. The matrix illustrates the specific ways the data for the
case study were collected (see Table I).

Matrix for Research Design
Key
I-Individual Interview
G-Focus Group Interview
O--Observation
D--Document
Principal

Teacher

Students

Community Parents

Design & Delivery
of service learning
projects

I

LO,D

L G, D,

I,D

Interaction with &
Impact on communi ty

I

1,0,0

I, G, D, 0

LD

I

Student reactions to service I
expenence

0, L 0

L G, D, 0

1,0, D

I

I

Srudent Activities

Effect on student
learning and development

1

I

I, G, 0, 0

I,D

I

Effect on student attitudes
toward:
-Self
-Community

I
I

LD
I, D

L G, D, 0
I, G, D, 0

1,0,0
1,O,D

I
I

Table 1
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Partici pant Observation.
Observations differ from interviews in two ways. First, observations take place
in the natural field setting instead of an artificial setting away from the project; second.
they represent a firsthand encounter with the phenomenon under investigation rather than
a secondhand account ofthe world obtained from the participants (Merriam, 1998).
Three observations were carried out during the study. All observations were
conducted during scheduled classes of Hartwell Helpers. Observations were conducted
on each of the Hartwell Helpers classes during the first year of the project. The final
observation was conducted on Ms. Smith's Hartwell Helpers class during the second year
of the project.
Field notes of the observations were taken. What is written down from the period
of observation becomes part of the raw data from which a study's findings eventually
emerge (Merriam, 1998). Detailed and descriptive field notes were taken during the
observations which included bits of conversations and both descriptive and analytical
remarks about what was observed. A diagram of the room and the students' movements
'Within the room was drawn. Upon leaving the field, I immediately audiotaped further
observations and impressions from the field. The observation notes were typed and the
audiotape was transcribed verbatim.
When the students came into the room I was sitting down in the back. pan of the
room. Not wanting to interfere with the natural course of the class, I remained in the
back.ground. At one point, I ventured to the opposite side of the room in order to observe
a different group. The students were actively engaged and with the exception of Aaron,
were not distracted by me.
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Interviewing.
Two types of interviews were conducted during this study: individual and focus
group. A focus group interview was conducted with students involved with the project at
Hart County Middle School. The principal, teacher, seven students. three parents, and
two community members were interviewed individually.
In all forms of qualitative research, some data are collected through interviews.
The interview, whether a focus group interview or an individual interview, is simply a
conversation-a purposeful conversation (Merriam, (998). The types of questions that
were used in the student interviews were semi-structured and unstructured (See Appendix
8). They followed more ofa conversational fonnat. As Merriam (1998) explained.
"Less structured formats assume that individual respondents define the world in unique
ways"' (p. 74).
Discussion ofFocus Group Interview

A focus group interview was conducted to elicit information from the students
regarding their service experience. thus giving voice to those who were more actively
involved in the process of sen'ice learning, the students themselves, The focus group
interview was conducted prior to the individual student interviews using a mix between a
semistructured and an unstructured interview design, Five students panicipated in the
focus group interview: three girls and two boys. Guided, in part, by flexibly worded
questions, the interview essentially was exploratory and followed more of an unstructured
format. One of the goals of unstructured questions in an interview is to learn enough
about a situation to formulate questions for subsequent interviews (Merriam, 1998). The
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focus group interview provided insight into imponant issues of the project and the class
organizati on.

Discussion ofSemistructured Individual Interviews
Semisuuctured interviews were conducted with seven students, the teacher of the
service learning project, the principal of the school, three parents, and two community
members in order to gain a deeper insight and understanding of the effects of this service
learning experience. Semi-sttuclUred questions involving '"a mix of more and less
structured questions" (Merriam, 1998, p. 74) were asked during the interviews. This type
of interview, the semisttuctured interview, involved flexibly worded questions. The
questions asked of the students evolved out of the focus group interview and the
individual interview with the teacher. Although guided by a list of questions, neither the
exact wording nor the order of the questions was determined ahead of time.
Observations
Three student participant observations were conducted. Observation is used as a
research tool when it serves the purpose of research, is both planned and recorded
systematical Iy, and is scrutinized for validity and reliability (Merriam, 1998. p. 94-95).
Since the observation is systematic and the researcher is trained in this research
procedure, the infonnation attained from this form of data collection was beneficial to the
study. As an outsider. I was able to notice things that may be routine to the participants
themselves, things that led to a better understanding of the phenomenon under
investigation (Merriam, 1998).
Observations were carried out on the classes involved in the service learning
project: two during the first school year of the project and the subsequent one during the
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second year of the project. I was present in the classroom during the observations. As
linle interaction as possible took place between the students, the teacher. and I during the
observations.
Field Notes.
Field notes were taken during the observations. Fieldwork is referred to as
participant observation and involves going to the site--the field-to observe and note the
phenomenon under study (Merriam, 1998). Diagrams of the setting were created and
movements through this setting by the students and the teacher were made. Upon leaving
the field. notes were audio taped as soon as possible following the observation and
incorporated into the diagrams or notes where appropriate (Taylor and Bogdan, 1984).
The observations were used to triangulate emerging findings, thus adding to the rigor of
the study.
Document review.
Documents were collected to aid in clarifying and niangulating the emergent
findings from the other fonns of data col.lection. The origins and authenticity of the
documents were detennined by the researcher. Documents examined were newspaper
and magazine articles. a scrapbook, student writings. Learn and Serve America
documents. a video. and other documents that surfaced during the study.
Data Coding and AnaJysis
All the interviews conducted for the study were audiotaped and transcribed

verbatim. After the transcriptions were completed, member checks were done for
verification. Member checks involve a procedure whereby the researcher obtains
feedback on the initial summaries by taking infonnation back to the infonnants so they
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can judge the accuracy and credibility of the account (Creswell, 1998). Latoya, a
participant in both the focus group interview and an individual interview reviewed the
transcript of the focus group interview for verification.
The constant comparative method of analysis was used in the analysis of the data.
The constant comparative method is a process whereby the data can gradually evolve into
a core of emerging theory (Glaser & Strauss,1967; Strauss & Corbin, 1990). This
framework further guided the collection of data. Both the integration and refinement of
categories. properties. and hypotheses were carried out in the study_ As the categories
solidified, major modifications were lessened as comparisons of the next incidents of a
category to its properties were canied out. As more data were processecL fewer
adjusnnents were needed because the categories emerged with a reduced set of higher
level concepts (Merriam, 1998).
Open Coding.
Coding was carried out on the transcribed interviews,

observations~

and field

notes. According to Merriam (1998), coding is a system for both organizing and
managing data that involves assigning shorthand designations to various aspects of the
data in order to reaieve specific pieces of it. I first perfonned open coding line by line on
the transcribed interviews, observations, and field notes by fonning initial categories of
information about the phenomenon being studied via a process of segmenting
information (Creswell. 1987).
Axial Coding.
Ne).."t, I earned out axial coding on the data. analyzing the interviews, field notes,
and observations together, looking for categories that cut across all sets of data. First I
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coalesced the data from the student interviews, analyzing the initial coding; I identified
categories that cut across all sets of data. Then I merged the categories and carne out
v,.ith a newly-defined, experimental logic diagram. Tentative themes emerged from this.
After axial coding was completed on the students' interviews, the remaining interviews.
observations, and field notes were analyzed together. Next content analysis was used to
analyze the documents. "Content analysis is a systematic procedure for describing the
content of communications" (Merriam, 1998, p. 123). Once ali data were classified, a
clearer picwre began to emerge of the main characteristics and the associations between
them leading to "an intelligible, coherent account" (Dey, 1993, p. 52). Six core
categories or themes emerged from the data.
Selective Codin&.
"Classification is a conceptual process," according to Dey (1993). Classification
involves both breaking the data into bits and then assigning these bits into categories or
classes that bring this data back together again. Therefore, the process of classifying data
helps to create a conceptual framework through which the bits of data can be reconnected
in an analytical way (Dey, 1993) .
.- \Iter establishing the six core categories or themes from the axial coding,
selective coding was camed out. During selective coding, I identified a "story line"
(Creswell, 1998, p. 57), writing a story that served to integrate the categories that were
established from the axial coding. In regard to this study, the application of a story line
or a story-telling metaphor was restricted to a concern with making the account more
accessible (Dey, 1993).
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Integrative Diagram

<

The story line established out of selective coding was then illustrated by creating
an integrative diagram. This diagram graphicaJly iHusttated the conditions, how the
categories interacted which influenced the central phenomenon. Diagrams can be very
useful in thinking through the complexities of the relationships between categories and
the "ways in which processes permeate the data" (Dey, 1993, p. 192). By consttucting
the diagram, I was forced to clarify the main points in my analysis and how these
interrelated.
Validitv. Reliability. and Ethics
The applied nature of inquiries in education makes it imperative that confidence
exists in the conduct of the investigation and in the results of a particular study.
Determining the validity and reliability of a qualitative study, according to Merriam
(1998), involves examination of its component pans, as it does in other types of research.
"Regardless of the type of research, validity and reliability are concerns that can be
approached through careful attention to a study's conceptualization and the way in which
the data were collected, analyzed, and interpreted. and the way in which the findings are
presented" (p. 199-200).
Internal Validity.
How do these research findings match reality? How ttustwonhy are the findings?
These are questions that speak to internal validity in research. According to Merriam
(1998), an assumption that underlies qualitative research is that, "reality is holistic,
multidimensional, and ever-changing; it is not a single, fixed, objective phenomenon
waiting to be discovered, observed, and measured as in quantitative research" (p. 202).
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Internal validity, therefore, hinges on the meaning the researcher makes of the reality he
or she observes.
The strategies I used to enhance internal validity during this study were:
1. Triangulation-the use of multiple sources of data
2. Member checks-taking the data and tentative interpretations back to the participants.
This was done three different times during the analysis of data with the teacher, Ms.
Smith. After the tentative interpretations were complete, the other participants were
asked to review the findings. They were asked if the results were plausible.
3

Long-term observation--gathering data over a period of time, thereby increasing the
validity of the findings. Three different observations were conducted over a long
period of time.

4. Peer examination~omments from colleagues on the emergent findings. My
doctoral committee was helpful in examining and commenting on my findings.
5. Researcher's biases--clarifying my assumptions. worldview, and theoretical
orientation (Merriam, 1998).
I am not an impartial bystander when it comes to service learning so I knew I had
to enhance internal validity at the outset of the study. I have been involved with
Community Action service learning projects for over 16 years as a teacher. I have co
authored a book on how to facilitate Community Action service learning projects which I
have used to implement service learning projects in my own classroom. My students
have been featured in Reader's Disest and have been guests on the Phil Donahue Show
because of their outstanding work in service learning. Being aware of this bias. I took
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extreme precautions to maintain objectivity during both the collection and analysis of the
data thereby accurately representing the proj ect fairly and accurately.
In order to offset researcher bias, measures, such as thorough field notes, were

taken both before and during the study. Participants were chosen for the individual
interviews using marimum variation purposeful sampling techniques. Both confirming
and disconfirming cases were chosen. One student, a disconfirming participant, was
selected who characteristically had difficulty performing in the gifted classroom, the
regular classroom. and in groups. One of his parents was selected to interview as well.
Although only several of the students were African-American, two African-American
students. were selected in order to discern any differences in their experiences from those
of the majority White population. One of the students' parents was also selected for an
individual interview for the same reason. Latoya was a leader. a facilitator, in the group~
the other, Bryan, was more representative of the majority of the group, not serving in a
leadership position but being a positive. participatory member of the group. One White
girl was selected who was marginally involved in the project, a disconfirming participant.
She was active in the group but not in a leadership role. A more retiring member of the
group, she was not as avid in her commitment to the project as some of the others in the
class were.
Conrad and Hedin (1981) have found that girls are more positive about their
service learning experiences than boys are. Therefore, for this study, even though girls in

the Hartwell Helpers outnumbered the boys, boys and girls were represented equally in
the individual interviews. This was done in order to gamer a complete picture of the
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effects of service learning and to discern if there were, at least in this study, a difference
in the experiences based on gender.
Reliability.
Internal validity and reliability are connected, in the traditional sense, through the
belief that a study is more valid if replicated studies produce the same results. "Because
what is being studied in education is assumed to be in flux, multifaceted, and highly
contextual, because information gathered is a function of who gives it and how skilled the
researcher is at getting it, and because the emergent design of a qualitative case study
precludes a priori controls, achieving reliability in the traditional sense is not only
fanciful but impossible" (Merriam, 1998, p. 206).
Lincoln and Guba (1985) have suggested that dependability, reliability, in
qualitative research not be based on outsiders getting the same results, but that outsiders
concur that, given the data collected, the results make sense. In other words, they are
dependable and consistent.
The techniques used in this study to ensure reliability or dependability were, first,
to explain my position within the context of the study; next, by using triangulation~ and,
finally, by maintaining a clear audit trail. With

triangulation~

I utilized multiple and

different sources to provide corroborating evidence and to confirm emergent findings
(Meniam~

1998;

Creswell~

1998). An audit trail is an account that explains how one

arrived at the results of the study (Meniam, 1998). This was established in this study
through detai led accounting of how the data were collected and analyzed.
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External Validity
The primary limitation of this and all case studies is the question of
representativeness and consideration for how valid the case study is for subsequent
e:eneralization in the field, the external validity of the study. This question of
generalizability has plagued qualitative researchers for years. Quantitative studies
enhance external validity using a priori conditions which are limiting in conducting
qualitative research. "In qualitative research, a single case or small nonrandom sample is
selected precisely because the researcher wishes to understand the particular in depth, not
to

find out what is generally true of the many" (Merriam, 1998, p. 208).
To enhance external validity in this study, these procedures were followed:

I.

Use of rich, thick description-using description so that the readers would be able to
detennine how closely this case could be matched to their situation. In other words,
how transferable are the results?

J

Typicality or modal category-describing how typical the program is compared to
others that are similar (Merriam, 1998).
This study focused on one rural middle school in an area in Northeast Georgia,

HartwelL It documented the methodology used in the service learning project and the
effect of a cenain type of service learning model, Community Action. Therefore, the
study provides an in-depth look at a service learning project carried out by gifted students
in just one middle school in a rural area situated in a Southern state. Transferability may
be limited as a result.
Further, this study only dealt with the effects of service learning on gifted
students, not on all students. In addition. the long-term effects of the service learning
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project cannot be determined due to time limitations. It, therefore. may not represent the
actual viability of this program over time.
Ethics
Ethics in qualitative data collection techniques of interviewing and observing
present some ethical dilemmas. Interviewing can carry some risk to the participants from
feelings of invasion of privacy to embarrassment by the questions. I took every
precaution to assure confidentiality for my participants. In transcribing the interviews, I
used pseudonyms from the outset. I took special precautions not to divulge the students'
remarks about the project to the teacher in order to preserve their anonymity. One
informant asked me not to divulge some information she had offered~ since it was not that
important to the study. I did not use it in the write up. It was important to me to honor
the feelings of my participants. Had it been that important to the study, I would have
gone back to the informant and asked permission to include it anonymously in the study.
As its relevance was questionable, I did not have to do that.
The participants were well aware of being observed, having been informed of
being observed by me prior to my arrival in the classroom. No ethical problems resulted
from the observations. However, analyzing data can present other ethical problems.
Since, I, the researcher, was the filter through which the data flowed, my biases may have
impacted the findings. In order to control for this, I took every precaution to pay careful
attention to data which were contradictory to my views. I made a special effort to
include this contradictory data in the written report so that the readers could draw their
own conclusions.

CHAPTER IV

SUMMARY OF FINDINGS

Description of Setting and Project

School Description
Hart County Middle School is the only middle school in Hart County, a rural area
in northeast Georgia. It serves students in grades 6 through 8. The student population of
the school is approximately 773 and consists of7l.4% White, 27.7% African-American,
.5% Hispanic. and .4% Asian. Fony-four percent of the school's population receives free
or reduced lunch. There were 253 students enrolled in the sixth grade during the 1998-99
school year. Of these, 28 students were identified as gifted~ 25 were White and 3 were
African-American. They were served in a program for gifted students by a certified
teacher of the gifted for one period per day in a reading skills course during the first year,
and in a course entitled "Academic Enrichment" during the second year of the project.
The primary focus of the class for both years was academic enrichment rather than core
content.
The principal, Earnest Gulley, joined Hart County Middle School in the middle of
the 1997-98 school year; he came from south Georgia where he was assistant principal.
At the beginning of the 1998-99 school year, he was joined by two new assistants, Susan
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Lloyd, former teacher at Hanwell Elementary School and Frieda Han who also serves as
principal of the alternative school.principaL At the beginning of the 1998-99 school year,
he was joined by two new assistants. Susan Lloyd, former teacher at Hartwell Elementary
School and Frieda Han who also serves as principal of the alternative school.
The school has a typical amount of social activity for a middle school. NI kinds
of sports are played with participation by both the White and African-American
population well mixed. Sports include softball, football, track. tennis, basketball. golf,
and even soccer for boys and girls. The cheerleaders are represented primarily by White
girls. There is only one African-American girl on the 8th grade cheerleading squad out of
16. There are no African-Americans represented on the 7th grade cheerleading squad out

of 14.
Activities at the school also include a Yearbook Staff. Band, Drama Club, and
Junior Optimist Club. The Hartwell's Helpers, the group represented in this study, are
listed in the yearbook under organizations. Also included are The Trail Troop and the
Growl St.aff: gifted students representing two other service learning projects in the
seventh and eighth grades respectively. The school has a student council; the teacher of
the gifted in charge of the Hartwell's Helpers, Ms. Smith, was one of the advisors.
Hartwell's Helpers: The Project
The students became involved in their service learning project after first
examining the problems that existed within the community. In approaching the
community to determine the problems, the community reached out to the students to help
them. Their first task was to conduct research on the problem area. The Community

Problem Solving Final Report was written as a pan of a competition in which the
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students participated, the Community Problem Solving component of the International
Furore Problem Solving Program. This repon explains the problem situation.
Like our city's Main Street USA program, we [Hartwell's Helpers] saw the
problems facing our downtown area. Our downtown is a beautiful area with
mighty oaks gracing our town's square. It has that wonderful down home charm
about it. We wanted to know what we could do to help save our city's hometown
qualities while helping to bring tourists into our downtown area ... Throughout the
nation, in town after town, the story repeated itself. Downtown businesses closed
or moved to the maJi, shoppers dwindled, propeny values and sales tax revenues
dropped. Neglected buildings, boarded-up storefronts and empty trash-strewn
streets gradually reinforced the public's perception that nothing was worth saving
there. People forgot how imponant their downtown and its historic commercial
buildings were in reflecting their community'S unique heritage. (Hartwell's
Helpers, 1999, p. 4)
HartWell's Helpers, made up of 28 gifted students, identified their main problem,
their underlying problem. in a very complete manner.
Because the City of Hartwell is a town of historic significance and a Main Street
USA city, how might we, HartweWs Helpers, preserve imponant historical sites
and monuments so that all citizens of Hartwell and surrounding areas will be both
aware and educated about the historic significance of our town and its historic
buildings and monuments? (Hartwell's Helpers, 1999. p. 5)
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In addition to identifying problems and challenges, the students identified
alternative solutions as well. Following is a list they WTote for their project in response to
their underlying identified problem_
•

Help to beautify some of our downtown's "ugly spots"

•

Make a park within walking distance of some of our downtown stores and
restaurants

•

Work with the City of Harwood's Downtown Development Authority on
public events

•

Work with the City of Harwood's Downtown Development Authority to
develop a walking tour map for use by local citizens as well as tourists

•

Produce a CD-ROlVI containing information about many of Harwood's
historic homes and businesses for disttibution at local libraries, historic
societies, and schools

•

Work with SOS! [Save Outdoor Sculpture!] to inventory local outdoor
sculptures

•

Write newspaper articles featuring Jocal historic buildings and/or monuments.
(Hartwell's Helpers, 1999, p. 5)

After creating a list of solution ideas, the students wrote out an elaborate Plan of

Action_ In pan. it read,
Our plan for this project is to work with the City of Hanwell Downtown
Development Authority to develop a walking tour map for visitors to Hanwell
and local citizens alike to use as a tool to investigate our city's historic sites. We
believe that this plan will help to attract many of Harwood's summer visitors to
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our local shops located on our town's square. We will do this by becoming
actively involved in community activities. We will also get help by partnering
with the Downtown Development Authority, the Chamber of Commerce, local
historians, the public library, Hart County Historical Museum, and local historic
societies. We will also have to seek funding to finance our project. (HartWell's
Helpers, 1999, p. 5)
Even though the Hartwell's Helpers had done a concise job of wording their
underlying problem which pertained to the walking tours and educating the public about
the historic sites, the students became more involved with the DOwnto~l1 Development
Authority in other projects. According to the Community Problem Solving Final Report..
they felt that becoming actively involved in community activities would help with their
original goal.
The students, when asked, did not articulate the same goals as each other nor the
ones they initially wrote. They were sketchy as to exactly what their purpose was other
than helping their community. It seemed that the written plan of action the students
""'Tote early in the project was superceded by their role as helpers to the community.
According to Ms. Smith. "When they [DDA] ask us, we [Hanwell's Helpers] do it."
This possibly could have caused the students not to view the project holistically.
Generally they looked at the Main Street Monster Mash, the Christmas Tree Lighting
Ceremony, the Walking Tours, the CD-ROM, and decorating the float as separate
projects that they, the Hartwell's Helpers, participated in. During the focus group
interview, I asked the students, ··What did you do on the project?" One student
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responded, "Which one? The Monster Mash?" This may have ultimately factored into
the lack of empowennent of students in their involvement in the community.
The Main Street Monster Mash and pecoration of Downtown
The primary goal established by the students was expanded to include many more
activities than the Downtown Development Authority (DDA) asked the Hanwell's
Helpers to do. The initial projects were carried out in the fall of 1999. The first project
involved decorating the downtown square with a fall theme. The next was the Main
Street Monster Mash, a carnival event sponsored by the DDA, which brought trick or
treaters [0 the downtown on Halloween for treats and fun activities. In the Community
Problem Solving Final Report... the students wrote,

So we decided it was time to introduce ourselves to the public. This was
accomplished by working with the DDA on the First Annual Main Street Monster
Mash. This turned out to be a realleaming experience for us aB. None of us had
ever participated in the launching of such a big event. We were in charge of the
advertising, prizes for the games, stage decoration for the costume contest, and
games and entenainment. We worked really hard and on October 3 1, 1998 we
saw the fruits of our labor. The Monster Mash was very well attended and
everyone had a great time. (Hartwell's Helpers, 1999, p. 7)
The local paper effectively advertised the Main Street Monster Mash. In pan, the
anicle stated,
Between 10 AM and noon, youngsters will be welcomed for safe Trick or
Treating at businesses around the square ... at 11 :45, a Costume Contest will begin
on the courthouse square with every child eligible to win in five costume
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categories-scariest. funniest. cutest. most original and best homemade-and
every child receiving a smaJl Main Street Monster Mash
memento... Photographers will take snapshots of contest participants as they cross
the stage in a cosrume parade .... Following the Costume Contest, the Hanwell' s
Helpers, Hart County Middle School sixth grade TAG students of [Ms. Smith]
will sponsor carnival games with prizes. The srudents recendy used a harvest
festival theme to decorate the downtown square, which will continue through
October. ("Contest. games to highlight Monster Mash," October 7, 1998, 3A)
This event was the most exciting part of the project for most of the students and
was mentioned in over 50 lines of data. David was very expressive when he energetically
related his feelings about the Monster Mash.
I've participated in every event like the Monster Mash ... The Monster Mash was
real fun, cuz [sic], they had put commercials that said some stuff about the
Monster Mash, and it was a big success ... That's the main thing that I would do,
the Monster Mash this year. Everybody loved it!
The Annual Tree Lishtins Ceremony_
The students were no sooner finished with the Monster Mash than the DDA
contacted them again to help with another community event. According to the

Commwlity Problem Solving Final Report,
With the Monster Mash behind us, we thought that we now had time to breathe
and to begin some much-needed work on our mapping project. We had already
met with Rod Reeves, the artist who would be working with us on our project, so
we were ready to take his ideas and the information from the walking tour
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[downtown walking tour of historic buildings and homes1 and get staned.
However, on the Monday following the Monster Mash [which was held on a
Saturday], the Chamber of Commerce called to congratulate us on our success
with the Monster Mash and to see if we would help them out with the Annual
Tree Lighting Ceremony. Seeing how we are Hanwell's Helpers, we couldn't
tum them down., so we agreed to help. We wanted to contribute in a meaningful
way, so we decided to help out by making luminaries. One luminary would be
placed around the square for each Chrisnnas that Hanwell had celebrated. It
turned out that we made 212 luminaries. (Hanwell's Helpers, 1999. p. 7)
Walking Tours of Historic Homes and Buildinas and the CD ROM.
Following their original plans, the students researched historic buildings and
homes in Hartwell and designed a walking tour of the area, which included 24 stops. A
newsletter documenting the project stated.
To commemorate National Historic Preservation Month last May [1999], the
students designed an impressive bulletin board for their school with pictures and
brief bios of all the houses on their tour. They then placed flyers and notices
around the community inviting people to come on a guided tour that the Helpers
led themselves. The srudents led five different tours in two nights, attracting
various members of the community, teachers, principals, and even representatives
of the Southern Accreditation of Colleges and Schools committee (SACS). The
Helpers proudly led their groups around town on a dry run of the tour, stopping at
each building or house to share the historical information they had gathered on it.
The 24-stop tour carne to 45 minutes. Although the students will only personally
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conduct the walking tours during National Preservation month. the self-guided
tour they develop will be put on brochures and housed at the Chamber of
Commerce. They are hoping to have brochures completed by December, as a
Chrisnnas gift to the Chamber. Angelene Willard, director of the Hartwell DDA
is impressed with the Helpers' effons. "They're helping community residents
realize resources they have, and it's also a wonderful tourism tool to help
revitalize our downtown economy," she says. (Joiner, 1999, p. 9)
In addition to designing the walking tours. the students designed brochures for
self-guided tours with plans to put all of it on CD-ROM so people could take a vinual
tour. The newsletter stated,
So what's next for the Helpers? In addition to the self-guided tour, the students
eventually plan to design a vinual reality walking tour of Hartwell to place on
CD-ROM. They will make copies for all local schools and will send a copy to the
Chamber of Commerce who may then decide to distribute it to the public. The
rest, as they say, is history. (Joiner, 1999, p. 9)
The Chrisnnas 1999 Float.
The Downtown Development Authority contacted the Hartwell's Helpers yet
again to help create a float for the traditional Christmas Parade. The students worked on
the float and some had fun the day of the parade atop the float. As one Harwood's
Hel per stated.

I thought it was fun to take the week to design and make a float. It was
challenging to draw the shapes on the building and then paint around and in the
windows. doors, and the hangover. I rode on the float in the parade, and I liked it.
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We had a tractor [sic] pull the float. The float was built on a flatbed trailor [sic].

And that's my story of the Christmas Float.
Classroom Description during the 1998-99 School Year
Though Hart County Middle School is only ten years old, 13 trailers have had to
be added to take care of the educational needs of the school. Ms. Smith, who was at that
time the only teacher of the gifted at the school, held the classes for the gifted in one of
the trailers which was located at the far end of the "trailer park." The single-wide trailer
housed one classroom that was shared by two classes, the gifted and the behavior
disordered classes. Although the classes did not meet at the same time, neither class was
able to utilize the entire space inside the trailer as each teacher occupied one end of the
trailer with teacher desks and filing cabinets. This consumed about six feet of space on
each side of the trailer, which only left a small, narrow area in the center of the trailer for
the student desks. There were four rows of four student desks each making it difficult for
the students to negotiate the space in the room because of its narrowness. At one end of
the trailer, Ms. Smith's end, there was a rather small table on which a computer and
telephone were located.
During the first year of the project, the students were divided into well-defined
groups: they even had jobs within the groups complete with job descriptions. This
presented a problem because the Hartwell's Helper's group was divided into two classes
under the direction of the same teacher. Each class had representatives from all the
groups identified: the Media, Public Relations, Facilitators, and Correspondence, rather
than having different groups operating in each class. As a result. competition emerged
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between the two classes. Cathy, one of the facilitators, thought that this arrangement
presented problems.
Last year, yeah [there were more problems]. Cause [sic] it was one class [held
during] two periods and it was pretty bard because one class was, like, "We are
doing this; we're ahead ofya'U!" And we're like, "No, we're ahead of you, and
we're doing better than you are!" Or like, when we were doing the Monster
Mash, we would have something planned out., and the other class would do
something else that would override what we were trying to do. And it wouldn't
work out, and we'd have problems, conflicts, what not.
David saw it somewhat differently, believing that things were better for the
project during the 1998-99 scbool year. According to David,
Well, last year it was probably easier, I think., cause [sic] sometimes they would
let the other ones come into our classroom. like certain ones, if they bad like a
certain job to do, they would let 'em [sic]. But this year, there's not enough room
out in the trailer for everybody, and there's not enough chairs in the room in the
workroom, so it's tougher this year 'cuz [sic] we could be working on the same
thing, doing the same stuff. and we wouldn't know, and we wouldn't get
anywhere as fast. And so we try to, like, go back and forth ...Ms. Smith helps
Mrs. Maxey out a lot because it's her first year in working with TAG, and it's just
harder this year...
Classroom Description durin& the 1999-2000 School Year
During the 1999-2000 school year, a new teacher of the gifted was hired, and the
Hartwell's Helpers were split between the two teachers, Ms. Smith and Ms. Maxey. The
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classes met during the same period. The new teacher was not only inexperienced at
teaching gifted students, she was also unsure of anything that was related to the
HartWell's Helpers. According to the students and Ms. Smith, Ms. Smith didn't let the
students do any work. on the project unless it was coordinated and overseen by Ms.
Smith. This produced a hardship on the students in Ms. Maxey's class because they felt
disconnected from the project and, thus, became discouraged. According to Cathy,
The first time we ever sat down and started thinking about Hartwell's Helpers was
for the float [in late November] because Ms. Maxey is new, and she doesn't really
know what to do. We have to explain to her. .. Mrs. Maxey doesn't know what
she's supposed to be doing, and that makes it hard on us cause we're having to not
only do the stuff, we're having to explain to her at the same time, and she doesn't
get it very well. No offense to her or anything. but she just doesn't. It's hard for
her to get because she doesn't know Hartwell as well either.
Aaron, the self-proclaimed class clown, has perceived this year's set up for
HartWelrs Helpers as more positive, however, than last year's. He reJated,
It's been easier 'cause, like, Ms. Maxey's class, you know, it's sorta [sic] like a
instead of all of us having one task., they'll take care of something, and we'll take
care of something. So instead of us trying to both do the same thing, we just get it
done instead of fight back and forth about what we're going to do. It's a lot
easier ... so you can go over there [Ms. Smith's room] if you want and talk with
the other class without having to take up two periods of time.
Ms. Smith's class was held in main building during the second year of the
project. The classroom was a former workroom of a middle school design which was
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neither adequate in size nor was it conducive to learning. My field notes point out the
problems with this arrangement.
When the students arrived, they did their best to navigate to their seats in the too
small area comprised of six long cafeteria-style tables in three rows that went
from one end of the room to the other with little space between. This caused
problems when the room was filled with students and book bags. A student called
to the teacher for help. "Ms. Smith, I need help.

If

Ms. Smith responded,

II

I'm

coming," as she aipped and wound her way over book bags and around tables.
One long side and one small side of the room contained shelves that extended
from the floor to the ceiling broken only by a long counter upon which sat the six
computers. There were constant interruptions in the background, an area closed off from
Ms. Smith's space by three 6-foot movable petitions made of wood with no
soundproofing. Behind the panels were a bathroom and a small table with a microwave
oven on top. The teachers in this pod used the bathroom and the microwave causing
distracting noises with the doors opening and closing and the microwave making a noise
both during its operation and then the slamming of the microwave door. The teachers
entered the room through a back door which made a loud noise when it closed.
The groups that had been in effect during the 1998-99 school year were disbanded
except for the Facilitator Group. Some of the jobs within the groups, such as file clerk,
video coordinator, and scrapbook coordinator were maintained.
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Themes

Six themes emerged from the data. They were methodology, attitudes, student
development, empowerment, commiunent, and effects of celebration. lnfonnation was
obtained to further develop emergent themes from observations. various newspaper and
newsletter articles, a project board. a scrapbook, a videotape, student writings, and a 6
page repon.
Methodology
Four girls from Group One converge on the computer area at one end of the
narrow trailer. Ms. Smith says to them. "Don't all ya'lI go to the computer.
There's not enough room over there!" The computer group, consisting of three
students, is looking through disks and in the phone book, apparently helping
group one locate a phone number. They are on task and completely engaged with
what they are doing, unpenurbed by the invading group. The girls from Group
One are at the phone, which sits on the same small table with the computer. One
of them is talking on the phone now...
The methodology implemented in the classroom impacted both the project and the
students. Each class was structured around the cognitive apprenticeship model using
creative problem solving as a teaching method. Formal reflection, an imponant
ingredient in service learning, did not receive much attention in this project. The students
worked on their projects during the 1998-99 school year in groups based on their personal
interests. During the 1999-2000 school year, the groups were dismantled except for the
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facilitator group and various jobs such as file clerk, video coordinator. and scrapbook
committee.
Cognitive Apprenticeship Model.
The basic suucrure of each class was based on Brown, Collins, and Duguid's
(1989) cognitive apprenticeship model, which describes four elements that lead to
learning. The first element, scaffolding. takes place when the more knowledgeable other
scaffolds the leamer's performance of a task, acting as a crutch until the learner can
perform the task alone. Next is the modeling when the learner watches the more
knowledgeable other. Then comes the coaching as the knowledgeable other stays
involved encouraging the leamer, offering reminders. The final element is the fading
when the knowledgeable other gradual.ly fades from the task, taking down the scaffolding
until the learner is actually doing the task alone.
Both the interviews and the observations verified the structure of the classroom as
centered around Brown. Collins, and Duguid's (1989) theory of cognitive apprenticeship.
It was apparent to me during the three observations that this was a student-run project.

Ms. Smith acted as facilitator of the project using the cognitive apprenticeship model.
Not only were the classes student-run, they were also student-focused and student-led.
Ms. Smith answered srudent questions and used inquiry method in directing the students.
During one class, she asked a student, "Well what do you think you could do? Why
don't ya'll [the group] talk about that and let me know when you come to some
consensus?"
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My field notes reflected the way Ms. Smith had both organized and conducted the
class. The students during the first year were organized into groups. The classes
functioned very effectively according to my observations.
I like the way Ms. Smith has organized the class. [She gave a] warning to class.
[She was] low key. [There was] no intro [introduction] with first group. [There
were] only 10 in the class. [There were] 16 or 18 in the second class. In the first
class, she didn't need to give any kind of preliminary discussion. They came in,
and they did things ... The second group also drifted in. Reason: [it was the]last
trailer in lot of 13. Some kids are closer [in proximity] than others. [They were]
naturally drifting in. They go get their work when they get there so no dead time
as a result of the poor layout of the room in respect to the school with second
class drifting in as well.
During the 1998-99 school year, the students had input in determining their
groups. their jobs. According to Cathy, one of the facilitators,
Well, last year we had different groups like our media group, our correspondence
group and our public relations [group], and I was always bouncing around
between the groups helping them. I had- because I had my little bitty personal
jobs, like I was on the computer doing something or this year I had to be the caJl
person, and I was constantly calling businesses and stuff for donations toward our
float. So when I got done with that, I staned helping on the float, and I got to
paint. And that was fun.
FuRber reference was made to the team organization in the Community Problem

Solving Final Report.
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Team Organization: At the beginning of the school year, each person was
assigned to one or two groupsljobs. There were several groups. Below is a list of
groups and their members.
Media Group: [ten students were listed]
Public Relations Group: [nine students were listed]
Correspondence Group: [nine students were listed]
Press Secretaries: [two students were listed]
Video Coordinators: [two students were listed]
Journalists: [two students were listed]
File clerks: [two students were listed]
Scrapbook Coordinators: [two students were listed]
Photographer: [one student was listed]
Facilitators: [two students were listed] (Hartwell's Helpers, 1999, p. 8)
A..nd how were the groups selected? The students themselves had input in

choosing the groups andlor jobs they were assigned. They got to "apply" for jobs after
readingjob descriptions for each job. The facilitators were the ones who decided who
actually got each job. When asked about the selection of jobs, Latoya, one of the
facilitators responded,
Vh-huh, like she (Ms. Smith] gave us, everybody in our classroom, a list ofjobs
and you had to like write down your top two or three choices and, like, it was
kinda [sic] hard because I had to decide like because it was, like, a lot of people
wanted to be the video coordinator, and 1 had to choose. And I couldn't, like,
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choose my friends because I had to choose who I thought really could, like, do a
good job.
Tabitha elaborated about how the facilitators were chosen.
We vote on somebody to become the facilitator during-well, she [the teacher]
gives us these pieces of paper with all the jobs, and we put which one we like the
most and which one we like the least. And she [the facilitator] tries to give us the
one [job] we like the most or in between there sometimes. It's who she thinks will
be the best, or he.
According to Ms. Smith, the procedure for selection ofjobs went like this:
They vote on facilitators. Actually they nominate them. And then the people that
were nominated, they have the opportunity to either accept or decline the
nomination. They have to tell the class why they would be a good facilitator; they
had to reason with the class on why or how they could serve them. And then,
urn ... [we had] one per class. And then they voted after they did their little, kinda
[sic] like their speech. We got sorta [sic] like ajob application. Well, they had
their job descriptions. They knew what they were applying for. and they applied
for two jobs, and they would put their first, second. and third choice down. Then
the facilitators go back and review aU the applications, and they knew all the spots
we had to fill and went from there.
Within groups there were specialists who had specific jobs. The media group
included the photographer, the video coordinator. and the Press Secretary. David was the
photographer, but he viewed his job as outside the bounds of the media group.
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I wasn't in a group. I was the photographer. I was-sometimes I would use the
video camera to video people, but mostly, I would use the digital camera and
every time we stopped or something. she would, like ... I would take a picture to
show that we did it and I would give it to the scrapbook coordinator so they could
put it in the scrapbook. But when I wasn't doing anything, I would just walk
around and help any group that needed it cuz [sic] I didn't have a certain job
unless we were out on field or else she wanted me to get some shots of what we
were doing in the classroom.
Creative Problem SolvinG.
The Osborn-Parnes model of creative problem solving (Osborn,

1963~

Parnes,

1967) is a methodological process that was basic to this service learning project. This

model has been a very successful model for use in classrooms. E. Paul Torrance
introduced this model into classrooms through the Future Problem Solving Program he
and his wife, J. Pansy Torrance, initiated in the mid 1970's. The Osborn-Parnes model of
creative problem solving process includes the following steps:
•

IdentifYing problems and challenges.

•

Recognizing and stating the important problem.

•

Producing alternative solutions.

•

Evaluating alternative solutions.

•

Planning to put solutions into use. (Torrance, 1995)

It is apparent that this process was used during the project. According to an

article that appeared in the Learn and Serve newsletter,
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One criteria the students used when deciding which houses to include: If the
house or building had not been renovated authentically, or was changed in any
major way, it wasn't selected for inclusion. They mean what they say. "They
replaced an old historic building downtown with this modem looking bUilding. It
was ugly and none of us liked it," says student [Lucy Mackinzie]. Other Helpers
nod in agreement." (Joiner, 1999, p. 1, p. 9)
A

six-page report, Community Problem Solving Final Report, wrinen by the

srudents that documented the project was based on the creative problem solving process.
According to Aaron who helped write the report,
[The six-page report]. that was really tough to do, and it took a lot to get it done
because we had to ... we had to get everything that we have done for the whole
year into six pages. That was really a task. Because we ended up having one part
taking up a whole page and then we had 40 other parts, we had to get in and we
had to work on summarizing and not getting into as much detail, so that was
probably the biggest task.
Included in this repon were identified problems. an underlying problem,
solutions. and a plan of action. The students seemed familiar with the divergent pans of
the process especially brainstorming although they were not confident of most of the
terminology or the steps in the process. The srudents were less familiar with the more
convergent parts of the process such as evaluating alternative solutions and planning to
put solutions into use. My field notes reflected this loose familiarity with the creative
problem solving process.
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It's obvious to me that the students are loosely familiar with the CPS [creative
problem solving] process. The terminology and the steps are unfamiliar to them.
When they would say we did it this way, and this list came, I would ask them
about the process and they were clueless. And so I would say. "Have you ever
heard the term brainstorming? And lights went on and they were more than able
to elaborate on it, ··Oh. yeah. oh yeah! We brainstorm, we put them [ideas] out
and then we decide."
Bryan was familiar with the creative problem solving process. but he could not
come up with the term brainstorming no matter how hard he uied!
Well, uh, well, we just start out, you know, it wasn't this problem-we're just
going to practice and there are some problems in the book, and we had to come up
with all these solutions to em ... Well. we just took the problem and hied, we just
looked at everything that could possibly work: to solve it, and it, and it kinda [sic]
helped us along the way ... We wrote em [sic] down, we wrote them down on a
piece of paper and called them out on the board, and she [Ms. Smith] wrote them
down with us and we, you know, we just had the topic and we had to write more
about it.
Realizing the he wasn't going to pull the term brainstorming out, I asked him,
"Have you ever heard of the word brainstorming?" He hit is head with his hand and
exclaimed.
Yes, mam! Vb-huh. We did a lot of that-j ust get practice, and then when this
project came along. we did a lot of brainstorming. Trying to figure what will we
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do to get people to come back down to the downtown area. and we had come up
with ways to get people to help us do that.
David offered, "Like, we take ideas from the people, and we all look at em [sic] to
see which ones are besL and we stan from there." Latoya added, "Yeah, it's really tough.
cuz [sic] it's a lot of brainstorming..."
My field notes reflected the concern I had that the students weren't familiar with
the creative problem solving process enough to emulate it in a different situation.
( have to admit concern that the CPS [creative problem solving] process might not
be being followed to the level I hoped ... Not questioning that she [Ms. Smith] is
using CPS techniques. From the observation, I know that she is.
The interview with Tabitha reflects the loose familiarity with creative problem
solving. The interview proceeded accordingly:
Interviewer: "Have you learned anything about how to solve problems?"
Tabitha: "Sona [sic]".
Interviewer: "Like, how would you do that? How would you stan?"
Tabitha: "Figure out your problem."
Interviewer: .• And how would you go about doing that?"
Tabitha: "You would first. I guess, I don't know. You have to know what your problem
is and then you have to figure out what you can do to solve the problem by
getting, probably a lot of choices and choosing the best one that would
probably solve it better.
Interviewer: "How do you come up with those choices to solve it in your classroom?"
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Tabitha: "Probably just going around and seeing how different people would do it and
then we'll write 'em [sic] down and choose."
Interviewer: "I guess that's what I'm trying to get at is who chooses? Does Ms. Smith
make that decision?"
Tabitha: "Everybody chooses, like they'll throw out different things and then we'll like
vote on it or something."
Interviewer: "Have you ever used the word brainstonning?"
Tabitha: "(laughter] Yeah that's the word I tried to think of a while ago. And like, what
is it?"
Interviewer: "'So tell me a little bit about that process-what you do with that?"
Tabitha: "Urn, we just... she goes around and just sees what everybody probably thinks
would solve, and then somebody would probably have a better answer than
the other person and we need to hear it. So we write them down and then we
would like to see, you know, we probably would do Iike ... um ...just pick the
best solution for the problem-what would probably solve it best. I guess."
David, too, was confused about how to proceed when confronted with a problem.
The interview proceeded like this:
Interviewer: "How did the class operate? Let's say that there was a problem and you
didn't know what to do next, how did you get around that?"
David: -'I would ask the group that's like supposed to be doing something similar to it,
ask them if they knew, and ifnot, we would look, um, like, we would have a
schedule things of what we're supposed to do. I would look on that if I couldn't
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find anything to do or if I got stuck. on information, I would look into a Harwood's
history book and I would find information there."
Interviewer: "What about, as a class, if you're at a point in deciding what to do next.
Does Ms. Smith just tell you what to do or do ya'Jl work together to figure
out the ideas? How do you do that?"
David: "Mainly. we work. together to figure out, like, what we're supposed to do."
Interviewer: "What technique do you use to find out?"
David: "Like, we take ideas from the people, and we ail look at em [sic] to see which
ones are best, and we start from there."
Reflection.
Reflection is considered to be a key ingredient in any kind of experiential
education. Reflection is a process, a methodology. oflooking back on actions taken to
ascertain what has been gained. lost, or achieved and connecting these conclusions to
future actions and larger societal contexts. In service learning, reflection is viewed as the
framework from which the students process and synthesize the information and ideas
they have gleaned during their service leaming projects (Alliance for Service Learning in
Education Reform, 1993).
Not much in the way of formal reflection was carried out during this service
learning project. Only one formal reflective writing acti,,;ty was attempted by all of the
students, and that was during the second year of the project. A very detailed scrapbook
was maintained which advanced the reflective process; however, only those in the
scrapbook group were involved in that reflective activity. A six-page repon detailing the
project, which included a timeline of the project, was also created by the students;

however. again. this only affected the few students who worked on the activity. There
was no indication either from the interviews or observations that the groups gathered
together during the project to share what they had worked on, what hurdles they had
encountered. and what their accomplishments had been.
Confusion seemed to result from the lack of formal reflective thinking. The
students weren't exactly sure how all the pieces of the project fit together. Tabitha's
comments are illustrative of this confusion .
. . ' now we are trying to get a CD-ROM., and we have to make up presentations
for you, I think. I'm not sure. I don't know who it is. But we're making a
presentation and scrapbooks or stuff like to send to somebody. The scrapbook
people know who we're sending it to. I'm not a scrapbook person.
There was little evidence of reflective

acti~;ty

during any of the observations.

The srudents knew what they were supposed to do when they entered the class. and they
worked diligently on the activities during the class. The first two observations revealed
no reflective activity. During the third observation, Ms. Smith opened the class with a
summary of what had been done in reference to the brochure. the failed contacts with the
anist, and the reason for learning how to do Hyperstudio, a computer program. The
srudents asked questions and the responses given were helpful in their understanding
what the siruation was with that aspect of the project.
Student Development
Student Development was an important outgrowth of involvement in this service
learning project for the students. The areas of development included academic and
intellectual development, personal development, and social development.
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Academic and InteliectuaJ Development.
This category included the following subcategories: Learned More from
HartWell's Helpers, Knowledge about Community, Computer Technology Development,
Career Development, and the ADIHD Experience.

Learned More from Hartwell's Helpers
I think I've learned more [from participating in service learning] in a lot of ways.

It's just not...it's just a different type ofleaming. Instead ofjust the same old, it's a
type of mind-expanding thing, so I guess I had to learn more. It's just a different
type ofleaming. We weren't just doing numbers or trying to find the .. .Iike
language ... trying to find adverbs or anything. It was just really an open-minded
thing.
All the students interviewed responded that they had learned more from
participation in the service learning class than they would have in a regular classroom.
The responses ranged from a little more to much more. Tabitha, who was seemingly less
involved in the project than the others I interviewed, responded,
I think we've learned a little bit more than the regular classroom, I mean, not very
much, but we have iearned more than in the regular classroom. I don't know how
we did but I know that I learned more about Hartwell and stuff and that's
something that you don't know and learn about in school.
Cathy, one of the more involved members, wasn't the least bit hesitant in
reporting that she had learned more than she would have learned in a regular classroom.
.. you not only learn school stuff but you learn more about Hartwell than just
about anyone else in Hartwell would probably know unless they've lived here aJl
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their life. But we get to walk around. They-some people from the
library--come with us and tell us about the styles of the houses, who lived there.
how long it's been since somebody has lived in it and the name of the house
before someone else had lived in it. So I think we've learned more or I know I
have.
In recent years, cognitive psychology has emphasized the imponance of
contextuaJized knowledge as well as ofleaming within multiple applied settings in order
to create usefuL not inert, knowledge (Bransford, 1991). This service learning project
provided the students multiple opportunities for contextualized knowledge by allowing
the students to experience the community directly.
The types of academic learning reponed by the students involved learning in
general. computer technology, knowledge about the community, and career development.
Some of the general learning included learning about different kinds of architecture, how
to create a documentary scrapbook., how to conduct an interview, and how to deliver an
oral presentation in front of a "real" audience.
According

[0

David,

[We've learned] computer stuff; I know that much. We learned sruff in the
library, how, like, during math, well, not just during math, but like we have on the
computer-there's this program which you do math programs and sruff, and we
would do that. And we go to the library to research on, like, houses and stuff and
I would, and that we...that we know more about the library now and, like, things
that could help, like help us learn more about Hanwell ...
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Cathy related it this way.
We are learning a good bit of history without ... we're getting a little bit of every
subject actually. Ms. Smith explained that a couple weeks ago that we were
getting every subject. We were having to take measurements with our float and
stuff... that helps with math. And we were learning history and stuff, and just a
little bit of everything.
Bryan referred to this type of experiential leaming as "Ieaming in a whole new
way. Not just books, you know. We go out and look at the actual building .. nothing we
read about. you know. You go actually see." Aaron added, «This is really interesting and
you just gonna [sic] learn a lot that's not just like regular old school work. It's really fun."
It is difficult to assess intellectual development in a project like this. It was

apparent that the students acquired skills in problem solving. Other areas are more
difficult to define. David's mother thought that her son had developed better skills in
memorizing material. Aaron's mother articulated how participation in the project helped
her son intellectually. In part,. she stated,
I think it has helped him ... it has helped him to see, maybe like beyond the
surface. Like, you see the town, and you see it's-it's here. And especially for a
young person their age, a lot of times they're not thinking about anything other
than what I've said. It's just, you go to town. It's just something that you do. It's
just there. Vb, but I have seen, I think, having done his research on it and
panicipated in the different things, that he has gone to another level ofjust
looking at-broadened his thinking, I think probably-I don't know how to put
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that. Just that he-that he-it's not just all that's right here on this plane, there are
other planes to look at.
An anicle about the project in the ServinB to Learn newsletter does an effective

job of summing up what the students gained from participation in this service learning
project.
The impact the project has had on the children and the community is obvious.
"Whenever I walk around tovvn I get recognized for being a Harwood's Helper,"
says a pleased [Jessica Black]. [Smith] is proud of the effort and enthusiasm her
students have shovvn-not to mention the skills they have acquired through the
project. "I think they've really gained an appreciation for their tovvn's heritage."
she says. "They've learned a lot about Harwood, but they've also learned
responsibility, communication skills, research techniques, and how to work
interdependently as a team." (Joiner, 1999, p. 9)

Know/edge about the Community
Imagine being able to distinguish a Corinthian column from an Ionic or Doric
Column. Imagine knowing the difference between GTeek Revival, Gothic
Revival, and Colonial Revival. Now imagine being able to distinguish these
things at the age of eleven or twelve. With the motto, "helping Hanwell is our
concern," 28 students at Hart County Middle School are taking their tovvn by
storm. Dubbing themselves the Hartwell's Helpers, these 7th grade gifted
students have become expens on the history and architecture of their small town,
and they are taking their expertise to the streets. (Joiner, 1999, p. 1)
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The students gained an appreciable amount of knowledge about their community,
its history, and its architectural treasures. Cathy felt that this knowledge was the most
imponant part of the project.
It's [the most important pan of the project] got to be about, like, learning about
Hartwell because there's a lot of stuff I don't know even though I've been born
here-been here my whole life. I haven't really focused in on Hanwell itself, and
I've learned a lot. um. what the downtown district used to look like. The
courthouse-I didn't even know about the old courthouse until last year. L I
know a lot more than I did, and I can even sit down and tell my mom some things,
and she has lived here all her life.
Knowledge about architectural styles, history, and economy was gained by the
students' participation in the project. According to the local paper,
Since that time [beginning of the school year], class members have studied both
Harwood's economy and social beginnings. Students have become familiar with
names of Harwood's founders and the businesses that became the base for the
town. Students have also spent a great deal of time conducting research and
learning various architectural styles used in some of Harwood's historic homes
and businesses. ("Hartwell's Helpers Solve Problems," 1999, p. 18A)
Not only did the students acquire knowledge of their community, they began
teaching it to community as well. Latoya stated,
Hart County has a whole lot of architectural styles on their houses and I didn't
even realize what-I mean, when I walked downtown, I didn't even realize we
had all those houses down there. But then, when we started touring, I was like,
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ooh, we have a lot of houses in [Harwood], and that taught all of us about our
town and then it taught the people in the community when we gave those tours.
Latoya's mother seemed quite impressed with Latoya's knowledge of her
community. She offered,
... Sometimes we would go by the old houses and she'll say, ooh, like, I didn't
even know that. So, yeah. Yeah, when we're riding past an old house or
something. Because even the buildings. beside the Post Office that burned
down-she was telling me about that. She was, like, oh, I mean, she couldn't
believe it. She was like, "Oh, no, Mom!" That house had been there for, I forgot
how many years, you know it was antique.
The experiential method of learning made the community come alive for the
students. This year, the students visited the cemetery as a pan of the project that
involved, not only understanding the history of the community better, but also doing an
informal inventory of outdoor sculptures. Cathy related.
Our walk through the cemetary [sic] was like a trip to the past. I found some
people that I had only heard about. We've studied the Emory Edward Satterfield
House for the past year, and I found his and his wife's grave. I also found out that
they were married on my binhday. I found one family that every child had died
in before age 5 [sic]. This made me wonder what was going on during those
years to cause everyone of those kids to die. It made me a little sad to find some
kid's [sic] gravestones were nameless. I think everyone deserves a name upon
they're [sic] gravestone to be remembered.
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Through seemingly questionable educational activities, such as decorating a float
for the Chrisunas parade, the students learned through hands-on activities. Tabitha
shared her reflections about the making of the float,
I think that making the float really showed us about the arcitecual [sic] style
around the square because we had to draw the patterns [and] paint them.
David felt the project was a big success. The experiential type ofleaming
obviously was helpful in educating him about his community.
I think learning more about Hartwell is a big success because I didn't know much
about Hanwell until I got to 6th grade and 7th grade but, um, like going to the
cemetery, I saw that there were a bunch of war veterans that fought in the Civil
War, the Vietnam War and all those that lived in Harwood. It was just fun, going
places and learning more stuff about Hanwell than I've ever known. I-I can-I
would have never imagined that the Gully Blackwell House was that old until it
got burned down.

Computer Technology Development
Ms. Smith and a parent are engaged in conversation near the doorway and the first

table. Kids remain on task seeming to enjoy what they are doing from the
laughter that escapes their area. They are experimenting with what the
[computer] program can do without knowing much about it. I find out later that
they have had experience with PowerPoint and are learning about Hyperswdio
[computer program] from that basis-by experiencing it.
My field notes reflect the use of computers in the service learning classroom.
Computer technology skills were apparent from the brochure the students produced about
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their project and the PowerPoint presentation they created for the organizational meetings
in the community. According to Latoya,
[When we] started out, it was kinda [sic] hard. but now when she [Ms. Smith]
says. like, get on the computer and write a letter, a thank you note to somebody,
we just automatically get on the computer and write a thank you letter. But when
we first staned out, it was, like, how are we gonna [sic] write this? How are we
gonna [sic] write that? And she just kinda [sic] guided us through how to write
it.. 1 hadn't worked with PowerPoint, but [would play games on the computer at

home, but [ wouldn't like get into it. 1 mean that's the omy things I needed my
computer for was to play games, but then 1 staned-like when I was in TAG [the
Hanwell's Helpers's class] and started learning about, staned working on
Microsoft Word, and it was like all this stuff we had [at home] on our computer
that 1 didn't know about and I started going home and I showed my moma [sic]
how to work it, and she was like, "Oh, my God! This really helps me with my
college paper. Thank you. And that helped me out. and how!"
Latoya's mother backed up her claim about helping out at home on the computer.
According to

Latoy~'s

mother,

[mean any time [can't figure out anything [on the computer]. 1 say, "Latoya"
[and] she just comes in there and just plays \Vith the computer. I mean, she has
been a big help. And, as far as the computer, she helps her little sister; she doesn't
mind helping her with her homework ... Computer-wise, she's very smart. It
amazed me because I would be in there trying to figure it out and she can just
come right on it ...
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Until the Harwood's Helper class, the students related that they had not
experienced much in the way of computer technology except in exploratory classes that
specifically dealt with computers and with the Accelerated Reader program. This seemed
surprising as I had noticed that there was at least one computer in each classroom. With
the HOPE educational program in Georgia funded by Georgia's successful lottery, much
money has been allocated to schools to add computer technology. Walking into the
school, it is impressive to see the number of computers in rooms, in the media center, and
in the computer labs. The students, however, haven't felt the full benefit of the
computers. Latoya offered her observation about the use of computers in school.
v.,'e haven't-the onJy time we ever go in on the computer in my other classes is
to do the Accelerated Reader, and that's just one of them. I haven't even touched
a computer in my other classes ... They have, like, two of them. well, one, one in
each classroom, and the teacher works on it. She don't [sic] even. I mean most
times, I haven't seen a student work on them.
Bryan presented a glimpse into how they are using the computers presendy in the
service learning class.
We're making like a walking tour on the computers, like a web site, [actually a
CD-ROM] so if anybody wants to learn anything about Harwood, they can do it
on the Internet And we're making walking brochures for Han County. lIb, I
don't know how well it's going with the progress cause [sic], urn, I haven't really
ever done anything like this before with our computers, and it's kinda [sic], new to
me, and I think I'm learning more with this experience ...
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David acknowledged that he was proficient at using computers prior to his
panicipation in the service learning class. His older brother taught him how to use the
computer at home. David's skills on the computer, however, did improve from his
panicipation in the class. He related,
That was probably the thing I didn't know how to do the most. I would never
have known how to load something [onto the computer]. I didn't know what to go
in, but now I do. Screen savers, maybe. Like, sometimes she might tell you to
put a screen saver on the computer and she'll teach you how to do that, but mainly
to load programs that would help, like, with our project and everything, like
Hyperstudio... we've learned a lot on the computer.

Career Development
It's difficult to imagine that six--m graders could do anything related to career
development so early in their lives. According to the principal, Mr. Gulley, it is not
difficult to imagine at aiL Referencing both this service learning project and one the
school was involved ""ith before this one, he articulated the difference between the first
one, a Community Service sen.ice learning project, and this one, a Community Action
service learning project.
When students are exposed to water safety, gun safety, and bicycle safety [the
focus of the previous service learning project], these are lifetime knowledge and
recycling and the aging .. .it's more of an awareness type learning that they should
take with them for a lifetime [referencing the Community Service project). When
kids get involved in ... developing partnerships with downtown agencies, it's more
of something they can apply to their lives and maybe something that perks their
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interest that they can apply as a vocation one day. So I think last years project
[Community Service] is more lifetime learning., and the other [Hartwell's Helpers,
the Community Action project] was more something they can apply even now and
possibly as a vocation.
David was the photographer of the project. He selected that job because he was
interested in it. How has that job impacted him? According to his mother,
... he's wanted a camera ever since. But he doesn't just want a small camera. He
has picked out some reaJly expensive ones. So he decided that he's going to start
saving his money for that. So, uh, he likes doing that. He likes taking the
pictures.
Cathy, who is very mature for her age, doesn't find it difficult to imagine a career
at all. In fact, she is planning for the day when she becomes a lawyer, and she sees the
benefits of this project in helping her to reach that goaL
I'm wanting to be a lawyer or something of that range when I get older, and I'm
sure that my ability to talk with people and just get along with people-that will
help me in that area. My ability to be able to get stuff done will help because,
with this project, we always had deadlines.
The ADIHD Experience
Aaron, a small, wiry, fast-talking member of the Hartwell's Helpers stated,
.. .1 wasn't reaJly in one group, 'cause [sic] that doesn't appeaJ to me. I kinda [sic]

helped with aU the groups, kinda [sic] went from group to group helping out,
kinda[sic] an extra fill-in person. My group had, we had too many people, so I
helped with that one, and I'd go help with this place, and I did a little of
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everything ... it was fun. I just-I didn't have to wony about all the time just doing
this, I could go and do that.
Though not officially diagnosed with ADIHD, Aaron exhibited characteristics of
A.DIHD. Aaron was home-schooled through founh grade by his mother. According to
his mother,
[ really felt like had Aaron gone to elementary school, in kindergarten. he
probably would have been on Ritalin or something. He would've been a child at
that age that they would have wanted to calm down a little bit. ..
Aaron's mother related Aaron's transition from five years of home school to a
public school. In pan, she said,
Academically he has done excellent. Socially, he had, urn, probably more
adjustments. He was so excited being with other kids, um, having to learn to raise
his hand and answer the question and wait ... too. he's really had to learn more
about being patient with other people, those who maybe aren't as quick to think
and answer as him and just waiting his tum. And that he's not the only one that
has the answer.
My field notes captured the essence of Aaron's presence in the classroom. It was
obvious to me during the observation that Aaron was a problem for the teacher. From the
observation, I concluded that Aaron would be a challenge for any teacher. ShonJyafter
entering the room, noticing me taking notes in the back, he blurted out.
"When are we doing reading? This is a reading class, huh?"
Ms. Smith. [responded in a very exasperating tone], "You know this is a reading
skills class, but we don't do that specifically!"
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Aaron stam singing out loud, being disruptive. Ms. Smith turns towards him and
says, "Aaron, stop that!" and Aaron responds,
""I'm just singing!" Aaron [is] not listening-sitting with knee in desk-begins
humming again.
Aaron was chosen to participate in the study because of his seeming lack of
attentiveness and his less-than-ideal behavior during the first observation. Therefore, I
was very surprised to discover just how imponant the project had been to Aaron.
Expecting to find that he had not leamed much from the experience, I was shocked when
he related so eloquently his thoughts and reactions to the project.
Another student, David had been diagnosed with ADIHD and also with mild
Tourette Syndrome. He was medicated for ADIHD (Attention Deficit Hyperacti,,;ty
Disorder). According to his mother.
Oh, boy! [He's] very energetic. If he's doing something he really likes. he's very
focused, but like the schoolwork... he has a hard time concentrating. He is ADIHD
and he has mild Tourette Syndrome.
David was selected to participate in the project because he was so involved with
the project and so intense during the first observation. I was not aware that he had
ADfHD and Tourette until I interviewed his mother. I had a difficult time believing that
this child had ADIHD because he was so much more focused than most of the other
students in the classroom. He could tune out everything and sit quietly working. I
shared my disbeliefwith his mother during the interview. She responded,
If he's really interested in something, he'll get really engrossed in it. And part of

his Tourette, too, is that he'll stick with something. Like he'll keep asking you a
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question until you get, until he gets an answeL Um, he doesn't want to stop at
something pan way.
Wondering ifhe was aJways as focused in his classes as I had observed him being
in the observations. his mother quickly responded,
No, there are some times that he just cannot keep stilL Um, and it, it's a
combination of both, you know, the Tourene and the thing (.WlHDl
This finding seems to suggest that service learning is a positive learning
experience for children with learning difficulties such as ADIHD and Tourette Syndrome.
Although neither of these boys was in the Beta Club which meant that they did not have
an A average in school, both, however, perfonned well in school and had grades in the A
S range.

PersonaJ Development.
This category was the most popular category addressed by the students. Included
in this category were communication skills, leadership skills, self.-efficacy, self
confidence, maturity, new perspectives, good work ethic, organizational skills, increased
awareness. and creative skills.

Communication Skills
Communication skills were enhanced through work in the classroom, especiaJly
through group work. In addition to enhancing communication with their peers, the
Hartwell's Helpers improved their communication skills through presentations in the
community. They conducted tours, taJked with community leaders, and did oral
presentations for community groups. Latoya referenced the development of
communication skills accordingly,
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... Ms. Smith helped us work on, um, our talking skills. That's not exactly what
she called it, but we had to read stuff, and she would have us write papers and
stuff and she thought I was a pretty good writer so she let me write things, and I'd
read them in front of the class. And it made it easier for me to talk to people
because I used to be real shy.
Tabitha openly shared her view as to how communication skills were enhanced in
the classroom .
. .. we have to write more letters than we have--we probably learn more
communication skills like writing the letters and the telephone calls and stuff like
that and that is just something you hardly ever do [in school].
Tabitha also was able to relate how communication skills were used in the
community on the project.
I really think the most imponant pan was when we showed, took, led people on
the walking tours, and I guess they learned probably more than they knew about
Han County ...
Latoya had to learn how to effectively communicate with a1l the teams in the class
because she was a facilitator. Although difficult at first., she found that the skills she
learned through the project canied over into her daily life on the basketball court.
[ItJ even help me like when I play basketball and I had to learn to talk to
everybody and cuz [sic] like with being point guard, I had to talk to everybody
and tell them where to go, and it, like, helped me on my communication skills.
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Leadership SkilJs.
Those in a leadership position, the facilitators, related to this area direcdy. Cathy
included leadership skills when explaining how much she had learned through her
involvement with the service leaming project.
I would say rve learned more [than in a regular classroom] because I've learned to
work in groups and leadership skills and how to basically just get along with
people. And that's stuff they don't teach you in your class that you need to survive
in the everyday world.
Latoya made some profound revelations about the role of a leader and how. many
times, it sets you apart from your friends.
[It] was kinda [sic] hard because I had to decide-like because it was, like- a lot
of people wanted to be the video coordinator, and I had to choose... some people,
like, kinda [sic] got mad at me but she [sic] got over it.
Both Latoya and Cathy related how the development of leadership skills during
the service learning project carried over into other areas of their lives. According to
Latoya, a leader must take responsibility for mistakes made.
And I learned leadership cuz [sic], if I'm out there being point guard, I gotta [sic],
you know, I gotta [sic] sometimes take the blame for if I make a mistake. you
know, cuz [sic] I'm the one that's gotta [sic] direct everyone else. So that taught
me leadership, too.
Cathy found that leadership skills carried over into other classrooms when
working in groups.
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In social studies, we work in groups and stuff, and most of the time, I am a leader

ofa group. And it helps me to lead my group toward our goal: it helps me get
along with people in my group even if I dislike them. And we usually accomplish
our goals, and I think Hartwell's Helpers helped me learn to do that cause [sic] we
had all those groups, and I was constantly bouncing around between them.
Cathy was able to peek into her future and recognize how t....ese leadership skills
may help her one day in her career. Stating that her leadership skills would help her
reach her goal of becoming a lawyer, she added, "It helped me mature within myself
with my leadership skills ... "

Self-efficacy
"[1 am] a person who knows what they're doi ng and they have a goal and stuff

like that like adults do," is how Cathy described herself as a result of her participation in
the project. The belief that I can do anything was brought out by a few of the students,
though not all and not often. It was reflected in the report they created for the
Community Problem Solving component of the Future Problem Solving Program in the
spring of 1999.
With the funding now in place to complete our project, we know that we can do
it! We also have the support of our community and our schooL There is no doubt

now that will succeed. Watch out. Harwood, our walking-tour map, CD-ROM
and historic homeslbusinesses booklet wi)) soon be a reality.
When asked to respond to the statement that kids can't make a difference in the

real world, Aaron replied, "It's not true because we made a big difference in this
community."
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SeIf-confide1lce

In the focus group interview, I asked the question. "Is it easier for you to interact
and pick that phone up and call somebody?" The responses given by the students were
representative of an important by-product of this service learning project-self
confidence.
Student 1: Uh-huh
Student 2: It is because ...
Student 3: Because you're on like the radio and stuff like that and now..
Student 4: Now we're not camera shy or anyth.ing.
Bryan related that it was easier for him to talk to people because he "used to be
real shy." In relating his experience with the walking tours, he stated in his signab.lre
soft-spoken voice.
Well, L L I kinda [sic], I looked over and looked over what I had to say, and then
when I learned it-you know, when you know it and plus you have the card [an
index card with the information on it] with you, you feel like you can do
anyth.i ng--confident.
Maturitv.
Many of the students have a wisdom beyond their years. "We're trying to make
people see what there is and not what they want it to be," says [Christy Dunlap] of
her community members. (Joiner, 1999, p. 9)
Aaron's mother articulated the maturation she observed in her son as a result of
his participation in the project.
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I felt like it was a very good growing, a maturing experience, another level of
understanding and maturity having gone through that. I have seen it in him and
his feelings towards his community ...
Latoya's mother made a similar observation about her daughter in reference to her
daughter's maturation during the service learning project.
To me she appears to be more independent. And uh, ( mean, ( can see growth,
you know, just listening at her talk. (mean, she amazes me! (was like, ..( didn't
know that!" But, yeah, I can see growth. (can see that she is maturing, and she
is really learning about her town. You know, she's teaching us things that we
didn't even know.
Cathy noticed that her parents were treating her differently because of the project.
In part, she said, " ... they don't consider me a child anymore because they said I've
reached a certain level with the project and with myself."
New/ Perspectives

This subcategory took on eclectic tones. Seeing things in a new way was about
the only thing that was concordant in this area. Some of the perspectives were very
positive, growth experiences; others were not so positive from the point of view of the
students who experienced them. All of them were enlightening to the students.
Aaron expressed how good it was to learn about his community and "not just
learn what's out there ... by just looking to see a building, but to see what it is, what it's
history is." He went on to say that he "saw the history of the place" which, in tum, gave
him a different view of the town. Aaron's mother expressed that participation in the
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project had made Hartwell more personal to Aaron. "It's a more personal thing. It's reaJ
to him."
For Aaron, his community began to take on a life of its own, a life that needed
sustaining by its populace. He musecL
I thought a community would be fine by itself and then after getting into this, it's

like, I didn't reaJize how much it reaJly needs. At the cemetery, a lot of the
tombstones and everything are just decaying away-[there will] come a time
when you won't even be able to tell-we'd be losing our history. Our history is
there. If our monuments aren't being preserved. they're just going to eventuaJly
rot away, and this is a part of our history.
When I asked Aaron if he thought that this might be termed awareness, he
responded, "Just knowing that it's, that it's not just going to fix itself."
The trip to the cemetery led to many questions for the students. Again, according
to Aaron,
I believe that more questions were raised than answered. For a town of small
size, so many veterans lost their lives. The number of young children that died
within a week ofbinh astonishes me. The average life expectancy ofa citizen of
HanweU was around 35-45 years old.
The cancellation of the beloved Main Street Monster Mash the second year
caused the students to emerge with a somewhat jaded view of business. The students
were so proud of what they had accomplished the previous year with the Monster Mash.
It was unfathomable for them to accept that the Monster Mash was cancelled because it
was too much of a success. According to Cathy, "No, they said it was too big of a
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success. The businesses weren't getting enough from it, the downtown district
businesses" Aaron was a bit more judgmental in his interpretation. "Businesses didn't
get enough profit. I think it's kinda [sic] greedy ... " He went on to add,
I was really upset because they're not going to do it for the community because
they didn't make enough profits. They're not thinking about the community;
they're just thinking about money.
New perspectives about their future lives also emerged from the Ham.vell' s
Helpers. Aaron in his very expressive style stated,
It'll help me to, uh, not just. uh, work, but to try to enjoy my work and do what I
have to to try to enjoy it because it's not fun unless you can enjoy yourselves.
Cathy was very profound when she expressed how important she thought it was
for students to get involved in the community at an early age.
Weare the future of the community. If we don't learn now how to make a
difference, how are we going to when we get older? So we, we really can, but we
just don't know we can. We have to have somebody show us. And if they're
going to sit there and criticize us and tell us we can't, then we never will.

Good Work Elhicl/ndependence in Learning
She just pointed to the work and said, "Ya'lI get to work," and they went and got
their things out of this plastic filing box, and they got to work. I was amazed.
As an observer, I was very impressed with the degree of independence I observed
by the students in the classroom. Not onJy were they very independent, they were also
very engaged in what they were doing. With the confusion in the classroom, it would
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have been very easy for students to tune out and not work. My field notes reflected this
confusion in the classroom setting.
Ms. Smith is floating from group

to

group. At 9:35 the girls (two students] rerum

[from the office] with a clasp envelope. Boys are tuning in better now.
Computer 2 has a problem. There is nothing appearing on the monitor. It seems
to be a problem. Boys on stools looking at screen and then at Computer 1. At
9:37, the teacher is at Computer 1 talking to these boys. The girls that went or.
the errand (Latoya is one) are getting a box off the shelf and packing some
information into it They are looking over pages of information, going to the
filing cabinet intermittently near the doorway. All kids are engaged. I was so
impressed with the independence in what I saw.
According to David, not only do the Hartwell's Helpers have a lot of fun but they
work really hard preparing for upcoming projects. Deadlines seemed to enforce a good
work ethic within the project. According to Cathy,
... with this project., we always had deadlines. And they were very hard to work.
We only had two, three weeks to make a float for Christmas parade, and it's
finished. And we only ... we had, I guess, like two months, three months, to do the
Monster Mash and we finished it on time, got everything in on time and with the
luminaries, we made those in a day so those weren't very hard, but getting them
out and everything was hard and then taking them back up afterward. Hmmm, I
think the deadline stuff will help and the getting stuff in on time. That helps me
right now with schoolwork. too, because I have essays and stuff that I have to do,
and I hate doing papers on essays and stuff. Those are boring. And that has really
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taught me to get, like, do this first, get it done, and then you'll have more time for
stuff you like to do.
Organizational Skills
"Can we go now, Ms. Smith?" the energetic girls by the door asked respectfuJJy.
Ms. Smith responded, "If everything's up."

"It's there in the folder, Ms. Smith."
"Okay, go on," the teacher replied as the students departed from the classroom.
During the observations, I was amazed at the organization I observed. The
students were aware of the organization and utilized the file box [where their material
was stored during the first year of the project] independently. The students, at one point,
were looking at a calendar. When I inquired as to the significance of the calendar. Ms.
Smith responded,
That.. that was kinda [sic] my calendar that I keep up with sometime, but they
have one, too. It's like the way they file. And I have everybody's things that
they've done, written in it.
The students also had access to a lesson plan designer where they identified their
objectives. Ms. Smith turned around, added to the objectives, and they became her
teaching objectives. As she stated,
It's a lesson plan designer. What they do is they go in and put in their objectives.
Now I'm not taJking about QCC [Quality Core Curriculum] objectives, I'm taJking
about their [the students'] objectives, what they need to do for their bowl
[Community Problem Solving competition through the Future Problem Solving
Programl Then I go back in, and I put the objective in concrete. In tum, what

157

they do is-their plans I make into my plans. So by putting the QCCs or by
putting learning objectives to set their goals on, they don't know they're doing
that, but that's what they're doing-they're doing my lesson plans for me.
[laughter] It works!

Increased Awareness
"I've learned a lot about myself and my classmates." This quote from the
Hanwell's Helpers was listed on the Future Problem Solving Project Board. It seemed to
capture the essence of what the srudents gleaned from participation in this project.
According to David's mother, David gained a lot of awareness from the project.
I think it's made him [David] more aware of things and taking more interest in
buildings and, like, going through the cemetery looking at dates. I don't know as
far as what it did to him, but I think it's made him more aware ofthings.

Creative Skills
Creative skills were enhanced during this service learning experience. The
students had to be creative when coming up with ideas for the project, as well as deriving
solutions for the problem area they addressed.
Recent research by cognitive psychologists has confirmed the position that
learning is more effective if done creatively rather than by authority. Students in this
study, which was organized around the cognitive apprenticeship model, learned
creatively, not in the usual didactic way with the teacher providing most of the
instruction. In order to learn creatively, Torrance has contended that ...
...a person must first become aware of gaps in knowledge, disharmonies, or
problems calling for new solutions. She must then search for information
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concerning the missing elements or difficulties, uying to identify the difficulty or
gap in knowledge. Next she must search for solutions, making guesses or
approximations, formulating hypotheses, thinking of possibilities, and predicting.
Then comes the testing, modifying, retesting, and perfecting of the hypotheses or
other creative products. Then there is the imponant process of puzzling it out.,
mulling it over, fitting the pieces together-incubation. Finally there is the
communication of the results. (Torrance & Safter, 1990, p. 13)
The students in this project used the creative problem solving process throughout
the project. Latoya referenced creative problem solving skills when she stated, ..... she
[Ms. Smith] taught how to brainstorm, and it's easier now..." In their Community

Problem Solving Final Report (1999, p. 6), the students presented their creative plan.
At the beginning of the year, we thought long and hard about what we could do
for our community. We invited several guest speakers and read a lot of material
before making our decision. Initially we had decided to do a downtown
beautification project, but then we decided that anyone could do that. We wanted
to do something with more significance and a longer lasting effect. That is when
we decided to work with the Downtown Development Authority to make a
walking tour map.
In this same report (p. 7), the students reported on the part of the project when
they creatively decorated the square downtown with a fall theme.
While in the downtown area., we also took time to do a little decorating of our
town's square. On each comer of the square, we placed decorations with a fall
theme. We used hay bales, com stalks, pumpkins, and chrysanthemums. Local
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people and businesses donated all of the materials. The decorations turned out
wonderfully and many people wondered who had organized them.
The students cenainJy had to apply creative skills in determining the carnival
games for the Main Street Monster Mash. They also had to come up with very creative
costumes of their own for the Halloween event.
The students even applied creative skills when trying to work: through a problem
between classes during the first year of the project. During one observation 1 overheard
the teacher say to a group of girls that they needed to brainstorm ways to handle the
situation. My field notes conveyed the situation.

[I was] encouraged at one point [when] Ms. Smith was talking to someone about
designing something and .. .it was [that] the two classes have competition and that
has impacted things ... [It was] between 2 groups [who were] working on similar
things as the 5 girls [but they were in different classes]. The problem Ms. Smith
was dealing with [was] trying to help them deal with it... [she] used [the] term
"'brainstonning" which indicated to me that she was using the CPS [creative
problem solving] process, and the students were familiar with it. What 1 didn't
know was going on, and neither did she, [was that] one of the things they came up
with was

to

write a note to the two boys [in the other class] apologizing and

wanting to get together to work which Ms. Smith could facilitate the following
week. The girls slipped. it [the note] to the boys on their [the boys'] way into the
class the next period (I observed this but didn't know what the note was [at the
time]).
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According to Torrance (1995), a natural way to bring creative abilities into play
has been by using the Incubation Model. The Incubation Model is a three-stage model
that provides a natural way to bring creative thinking abilities into play. Stage one,

Heightening Anticipation, helps to prepare the learners to make clear connections
between what they are expected to learn and something that is meaningful in their lives.
Stage two, Encountering the Expected and Unexpected and Deepening Expectations,
involves assimilating new information. The heightened anticipation aroused in stage one
must tum into deepened expectations. The students must dig deeper and look twice, thus
deferring judgment after the first look. Information is both evaluated and re-evaluated in
this stage. Stage three, Going Beyond and Keeping it Going, deals directly with the
incubation process which occurs at the end of or immediately after the lesson which
keeps the thinking processes going, thereby encouraging incubation. This third stage is
not likely to occur unless there has been the heightening of expectation of the first stage
and the deeper involvement of the second stage (Torrance & Safter, 1990; Torrance,
1995). The students in this service learning project went through all three stages of the
Incubation Model during this year-and-half project, which seemed to produce greater
creativity skills.
According to Torrance (1995), creativity skills are enhanced when someone is in
love with what he is doing. Amabile (cited in Torrance & Safter, 1999) confirmed this
insight when she stating that the labor oflove aspect determined creativity. If falling in
love with something leads to greater creativity, then there was great creativity in this
project, as the students' love for this project was expressed over and over again. One
student in the focus group remarked, "It was so fun. I loved it!" Another added, "I love
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to go on those tours." According to David when mentioning the Monster Mash,
"Everybody loved it."
In addition to solving problems creatively and expressing love for the project, the
scrapbook, the video, the PowerPoint presentation, the photographs, and the brochure
were all evidence of the creative skills that were acquired by the students as a result of
panicipation in the project.
Social Development.
This category broke down into five subcategories. They were cooperative
learning, cooperative skills, sense of belonging, new social understandings, and the
African-American experience.

Cooperative Learning
In cooperative learning, learning takes place between students through interaction
wi th one another.

"Could you help me with the plans?" asked one Harwood's Helper to another.
"Yeah:" the student replied without hesitation.
'''Is that how you spell Matthew?" the first student asked.
'"No," the second student responded while looking over the shoulder of the first student.
The students went back to their desks and looked up the spelling together. One
began writing the correct spelling.
Most classrooms function with students sitting in desks working in solitude. The
Hartwell's Helpers classroom was not most classrooms. It was busy. It was alive. It
thrived on social interaction in order for the students to learn. And who says learning has
to be quiet and boring?
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"Is this how it's sposed [sic] to look?" Two girls look at the computer screen,
deciding on which font to use on the computer.
"No wonder it doesn't work," says the delighted girl, holding the disconnected
microphone in the way of a joke, annoying the girt at the computer who tries to ignore
her.
Slavin (1986) found that elementary school students working in cooperative
learning groups not only liked math better, but they also learned more about it than they
did with traditional math instruction from a teacher. He also found that team members
gained self-esteem from their successes, and minority groups were more accepted by
their peers as were handicapped students.
During one observation, a good example of cooperative learning was recorded.
Several students were situated with desks touching, going over pictures and creating
stamps of historic buildings for use in their project.
"Isn't this the Skelton House, Ms. Smith?" the girl in the orange parka asked.
·'No. Is there one more Victorian?" the teacher responded.
"I don't know, the other girl in the group responded as she began looking over
If

the stamps.
On the other end of the room, three girls were huddled together. One girl was
reading what was on her index cards. The other two girls listened intently.
Near the computer, with Latoya sitting in front of the computer, Bryan was
sitting looking through the newspaper and telephone book.
"You wanna [sic] call? Please?" Bryan asked looking pleadingly toward Latoya.
"No," she responded as she continued typing.
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"I'll call one more time," Bryan sighed, seemingly trying to conjure up courage to
make the call.
"Be sure you get the right person," Latoya directed him in a good-narured manner.
"Here goes everything," he sighed as he dialed the phone. Latoya glanced out of
the comer of her eye offering subdued support.
"This is Hartwell's Helpers again. Are you pan of the Rotary Club? We want to
know .... walking tour ... " He began writing while he was talking. "AB right. Thank you
very much.

II

He hung up the phone.

In the words of one of the students, "Mainly, we work together to figure out, like,

what we're supposed to do." They seemed to do a good job of it.

Cooperative Skills
During the observations, 1 noticed the way the students worked together. Each
group, although all the srudents were involved in something different, worked very
effectively together. My field notes reflected the outstanding teamwork that was
exhibited in the classes. "What 1 saw was incredible teamwork. Working together
seeing if something worked-getting instruction from teacher ... "
The Community Problem Solving Final Report ended with the students'
evaluation of their outcomes of the project. The report stated, "We have done many
things as a group. We have learned to work together and are able to function well as a
team."
When asked what he learned from participating in the project, Aaron responded,
"a lot of cooperation skills. Having to work together in classes." Bryan added to that
accordingly, "I think I learned a little bit more ... teamwork and all."
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Latoya's mother reponed this,
. she [Latoya] said she liked the pan that, you know, she really gets to work
with other students, and you know, she said they have to learn to do things on

their own, but the pan she really likes is that she gets to get involved with other
students and they get to work together. So she said that's the main thing she really
loves about it.
Sense ofBelonging
David's mother stated, "It's made him [David] a pan of something ... it's not like
being in a classroom. It's more like being in a group." The students attained a sense of
belonging to something bigger than they were. According to Bryan,
You know, like I said, I haven't been really pan ofanythin~ and this is the only
thing [have been pan of, and I had to work: as a team now besides baseball and
rec [recreation league]. .. We work good together, you know. We have our ups
and downs somerimes ...is normal. But all this debating going on, you get to learn
more about each other.
The African-American Experience
A surprising finding was how different this service learning experience was for
the African-American students. One of the African-American students interviewed,
Latoya, recognized that she had experienced the project differently. She related it this
way.
. .. [It's been] kinda [sic] been different because uh, okay, [she takes a deep breath
and seemingly conjures up courage, wanting to be completely honest, I think]
I'm not an expen or anything. I'm not an expen or anything., but. like, they're all
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best friends. I'm like the only Black girl in there. and so I've really had to learn.
like, do things by myself sometimes and, 1- it's been pretty much the same.
Well. I don't know. When I first came, it was kinda [sic] different because I didn't
have any friends. cuz [sic] I was kinda [sic] shy in my other classes, you know.
And, but. we kinda [sic] get closer and now I think our experiences are the same
now that we're in seventh grade because we weren't that close in 6th grade. We
were, like. toward the end of the year, we all got closer. We're all pretty, uh,
equal now.
Latoya had been in the gifted program since the third grade. It would appear from
these results that she never felt "equal" until well into the service learning project.
Bryan related a similar experience although when asked, he articulated that he
didn't feel different in the project. He said, "No, mam, it seems like everybody treat [sic]
everybody the same." Later in the interview, he discussed his experience in Michigan at
the International Future Problem Solving Conference. In part, he stated,
But you know they [Hanwell's Helpers] treated you equal like your brothers and
sisters would. That's why, one of the reasons I like being in the Hartwell's
Helpers, cause [sic] of the respect you get from the other members.
Bryan and Latoya were the only two students who used the word equal during the
interviews. They were also the only African-American students that I interviewed.
Characteristic of most gifted programs, African-American students were
underrepresented at Hart County MiddJe School. The African-American population of
the school was approximately 28%, yet the African-American gifted population for the

sixth grade was only 1()O/O.
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According to Ford and Harris (1995), African-American students who are gifted
fight a number of uphill battles. Lindstrom and Van Sant (I986) found that African
.A.merican students often find themselves in conflict when their cultural expectations are
different from the dominant ethnic group. One gifted African-American student in their
study stated. "I had to fight to be gifted and then I had to fight because I am gifted" (p.
584). Bryan referenced this internal struggle when he related the problems he had
encountered with his African-American friends. He stated, "They, they, they feel like I
feel high and mighty-better than them, you know. And I guess they don't like that."
He went on funher to add, .. [It] makes me feel kinda [sic] alone."
My field notes addressed the issue that Bryan had brought to the swface.
He [Bryan] kept hinting at it [that his experience differed from that of the White
students] and finally I just asked a question basically. [He related that] his friends
thought he was high and mighty. I had not gotten a response like that from the
other students. I probed funher and asked him ifhe thought it was because he
was a minority student in that class [HartWell's Helpers], and he admitted that he
thought so.
Fordham and Ogbu (1986) found that many high-achieving African-American
students underachieve due to their being unable to cope with peer pressures. Often their
African-American friends who are not identified as gifted accuse these African-American
students of acting While. The students are caught between trying to maintain their
cultural identity and trying to achieve within the dominant culture. Within the dominant
culture, it is apparent that these two African-American students did not feel that they
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belonged, that they were equal, until well into the Hanwell's Helpers' project. My field
notes addressed this.
He [Bryan] had referenced how he had been treated as an equal in the class
[Hartwell's Helpers] and in Michigan [the International Future Problem Solving
Conference] he had stayed with several [White] boys, and they had treated him
like a brother would. And there were so many references that I felt were coming
from someone on the

fring~n

the fringes of the accepted [the dominant.,

White] community.
Some African-American SbJdents are not willing to assimilate into the majority
culture if they feel they must reject their culture, and they may sabotage any chances they
might have of succeeding outside of the African-American community (Ford, Harris,
\\Tebb, & Jones, 1994). Gifted Blacks must walk a fine line in our society between
maintaining their cultural identity and achieving up to their potential. Perhaps situations
such as these could be resolved if we could achieve Maslow's (I 962) goal of peoplehood.
Maslow saw peoplehood as representing a cultural symbol of collective identity not based
on skin color or other differentiating characteristics. Unforwnately, our society has not
yet reached that level of development., which makes it continually difficult for those who
are not a part of the dominant culture.
It is apparent that these Mrican-American students felt their involvement in the

otherwise White community of the downtown area was imponant. Latoya, who said she
had never attended a Christmas parade in the community before her participation in the
projeCt., indicated that she enjoyed her participation in the community and that it would
impact where she lived in her future. She wanted to live in the city, a place she had never
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considered living before, a place mainJy occupied by Whites. My field notes registered
the imponance of African-American involvement in a service learning project.
Something that [had not thought about was the fact that working as you do in a
community project like this gives experiences to those students who are on the
fringes-that would never have [an experience with the community] before. You
have African-American students who are usually the minority in a White gifted
class even if the population is pretty equal in the school. Generally speaking,
that's how the numbers break and what is fascinating to me is that ... working in
close cooperation and ... working toward a goal in a community can help bridge
chasms between [the] races. It's just something I had never encountered ... This is
a powerful finding ... how working on a project [Community Action service
learning project] like this can be so powerful to minority gifted students in a
gifted classroom.
Attitudes
Attitudes played an imponant role in this service learning project. The attitudes
included in this category were sense of accomplishment., respect both from and for the
community, generaJly a lack of respect from the school, respect for one another, a sense
of pride, and positive omnipresent attitudes.
Sense of Accomplishment.
In responding to the imponance of the Main Street Monster Mash during the
focus group interview, Latoya remarked, "I guess that kept a lot of kids safe off the street.,
and they trick or treat around the square." Another student added, " Instead of up town!"
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With a sense of pride, a young voice interjected, "We kept the kids off the street that
were young,"
The students, though sometimes unsure of what their accomplishments were,
knew that they had accomplished something. During the focus group interview, it was
interesting to initially observe the students go blank when asked what they had
accomplished during the project. One student would say something and another would
blurt out something else quickly and then the room was filled with voices describing all
their accomplishments with much enthusiasm.
l~t

student: "We did the WHOLE thing. We did the publicity, urn, the clock, the game,"

2nd student: "The advenisements!!"
3rd student: "Yeah!"
4th

student: hAnd then the walking tour!"
From working together as a team to creating the walking tour map and the booklet

of the historical homes, the students "feel very strongly about the many accomplishments
that we have made." According to Latoya, "1 think we've accomplished more than what
we started out to accomplish ... " Cathy remarked that, .•... we usually accomplish our
goals."
Respect
According to Tabitha. "I think 1 have more respect for Hart County because I used
to hate it ...but now I kinda [sic] appreciate it [the community]." The students seemed to
gain respect for their community from their participation in the service learning project.
As Bryan remarked, "Kinda [sic] be proud!" when referencing how he felt about his
community.
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Respect from community for the Hartwell's Helpers was also a by-product of the
project. David's mother noted this respect when she took David to pick up the donations
in the community.
And the people would just comment to me, "You should be so proud". You
know, (I'm getting] choked up here. "You should be so proud of your son ... "
And why did they donate $12,000 to the HartweWs Helpers? David felt that he
knew the reason for that.
So 1 think that's what made 'em like want to give us a donation ... they respected us
for being able to make it that far [to Michigan for competition] and doing that
good ofajob.
Ms. Lloyd (personal communication, March l, 1999), the assistant principal,

wrote a letter to the student lauding their work. It was apparent from the letter that she
respected the srudents and their accomplishments .
... 1 am so proud of you. You are a wonderful example for other students on how
to take positive action in your community. I was excited to see that you had
partnered with the City of Harwood's DDA to sponsor the Monster Mash. That
was a real success! Keep up the good work and keep making us at HCMS proud.
According to Mr. Gulley, the Southern Association for Colleges and Schools
(SACS) holds projects like these in high esteem. He said with enthusiasm,
We are SACS accredited. As a matter of fact, this year we are going through our
5 year Sacs Accreditation ... and they Jove things like this.
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The students related that they were respected when they went into the community
[0

do presentations for adults. According to Latoya.. " ... 1 don't think they could believe

[hat we, as just children, could come up with something that good." Aaron expressed,
It was sona [sic] a little more of a.. a little more respect, not just some kid you see
on the street, but there's a lot more respect.
During some of the telephone calling. some students felt the adults did not
respect them because they weren't nice and some even hung up on the students.
As the project grew, they saw things change.
51

1 student: "Well, now they don't hang up on us as much."

2 nd student: "Yeah!"
3rd student: "They're more respectful now ... They don't shout at you and then hang up or

something. "
4th student: "They talk to you like you're real people trying to get their help."
th
5 student: "Y~ like before, if we would call somebody, they wouldn't know who we

are."
4th student: "And after we did all the things like the Chrisnnas thing and the Monster

Mash, it-"
3rd student: "Everybody noticed."
4th student: "Oh, we're that group that did the Monster Mash or towards the end, they saw

that other stores were donating money to us, and then they just stopped
hanging up on it, and they started to, uh like, just respect us like we were
people calling to get help."
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The students did not think that the respect carried over into the school, however,
v\rith the exception of the principal and the assistant principal. According to Latoya,

I mean we don't get that kind of respect at schooll don't think because we're just
students, but then we call around and people try to help us.
Respect for each other flowered as a result of participation in the project. In my
field notes, I wrote,
.;\mazed at respect each group showed for each other. .. Ms. Smith comes with a
brochure [to Group One] and some directions-girls respond with respect and
excitement...
During a later observation. I wrote, "All are enjoying the activity, sharing, and
interacting with respect." As Bryan, in his typical soft·spoken manner stated, " ...you
come and respect each other."
Sense of Pride
"You know, it's something everybody take [sic] pride in, and they seem to enjoy it."
Bryan related. In referring to the trip to Michigan for the International Future Problem

Solving Conference, one of the focus group respondents said, "You feel proud." Latoya
added, "It just really filled you with happiness and pride."
Wearing the Hartwell's Helpers tee shin was a source of pride for the students.
Tabitha remarked,
... 1 feel kinda [sic] glad, you know, I can wear it. It feels like, "we're Hartwell's

Helpers", you know, and I'll tell 'em [sic1 what it is.
Ms. Smith expressed pride in what the students have achieved. She also
recognized how much they had learned during the project.
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[Smith] is proud of the effort and enthusiasm her students have shown... "I think:
they've really gained an appreciation for their town's heritage," she says... (Joiner,
1999, p. 1).

Community members sensed the pride that the students felt from their
participation in the service learning project. According to Ms. Fitzpatrick of the DDA,
.. it will be a great-have a good impact, a very positive one... it's always
wonderful to know that young people are taking [an] interest and a pride in their
community ...
Attitudes toward Partnership with the Community.
This subcategory divided into two general areas: attitudes from the school toward
the partnership the students established with the community and attitudes from the
community. The attitudes from the school seemed varied.
The administration of the school seemed to support the partnership
wholeheartedly, seeing its potential to help the school and the students. The principal,
Mr. Gulley, remarked that the "parents of the gifted kids" were "excited about it."

Both Mr. Gulley and Ms. Lloyd, the assistant principal, were supportive of the
proj eCl. Ms. Lloyd even gave money to the project in addition to the nice note of SUPPO"
she wrote to the students. Her praise meant a lot to the students .
... You must have really impressed everyone [during the Monster Mash], because
the next thing I know, you are hard at work readying for the Tree Lighting
Ceremony_ Your luminaries really added beauty plus a touch of history to the
event. While I know you have been active with these events, I also know that
your real goal is your walking-tour map. This will be such a positive addition to
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our community. I am looking forward to seeing this and to participating in a tour.
PI ease I et me know if I can be of any hel p to your group.

Latoya., however, did not see that the school. in general, was supportive of the
project. She painted a picture of teachers who were either unaware of their
accomplishments or disconnected from them.
But other teachers I think .. .! don't think if they're aware of what we're doing.
They, I don't know how to put this. They, sometimes-like, we

stan

doing

something for TAG [Talented And Gifted class where they worked as a
Harwood's Helper]. I don't ifit's cuz [sic] their kids wasn't [sic] in TAG or
whatever, but they kinda [sic] don't like the idea of us, like, getting out of classes
to come to TAG.
There was consensus from both the students and the community that the
community was very pleased with the partnership with the srudents. Tabitha felt that the
community at large supported the project. She said, ..... I think more people appreciate
it." Latoya added. "[In the community] we got a whole lot of encouragement and, like,
people to suppon us ... "
Ms. Fitzpatrick felt that the community supponed the partnership. She remarked,
"And I think it was all favorable. People were very enthused about it."

Ms. Wolfe gave a lot of thought to the partnership. She stated,
I think the students' involvement benefits them; it educates them about their
community and about ways that they can become directly involved ... the
community benefits because of their involvement.
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Not only did Ms. Wolfe express how positive the community felt toward the
pannersrup. she made a profound statement.
I think it would be a mistake to overlook the younger elements of the community.
I mean, they are a part of it as well.
Omnipresent Attitudes.
One word seemed to sum up the students' attitudes toward this service learning
project-fun. This word was found in aU the student interviews--several times, in some
cases. The word, fun, was found in 18 documents and was referenced 91 times!
Statements like, "1 didn't know learning about my hometown could be so fun;' were
pervasive in both the interviews and the documents. This part of David's interview
illustrates how the word fun dotted the lines of the data.
It's beenfim: I've participated in every event like the Monster Mash. We had a
cosrume contest, and that wasjun. We had games set up to where the kids could
go around and play games and [win] prizes. The Christmas Tree Lighting
Ceremony, we put out luminaries to help with the Christmas Tree Lighting ...That

wasjun!
Latoya sprinkled the word fun throughout her journal entry relating to the
designing and creating of the float
I think working on the float wasjun ... At first it was lcinda [sic] boring, but when
it started getting messy, we all kinda [sic] loosened up and had a lot ofjun .. ,
Enjoy is another word that cropped up quite often in the data. It was found in ten
of the documents. According to Andrew's mother,
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I know he enjoyed the outside activities, the field nips they would take. He
thoroughly enjoyed working on the historic program they did with Harwood, with
the buildings and everything ... that panicular program, he rea11y did enjoy.
Bryan stated, <41 rea1ly enjoy being in the HH 'cause it's a lot of fun and, uh, you
be--they seem to enjoy it" Latoya' s mother said, "Yeah, the tour -she seemed to really
enjoy that."
My field notes reflected the enjoyment that seemed to permeate the Hartwell's
Helpers' classroom.
Ms. Smith and parent are engaged in conversation near the doorway and the first
table. Kids remain on task seeming to enjoy what they are doing from the
laughter that escapes their area.
Another word, different, recurred throughout the data. From describing the class
to explaining the various things that they did during the project, the students saw this
service learning experience as different from the nonn.
When we first started this, I thought it was rea1 boring. I mean, I hated it! I used
to hate coming to TAG! But then, like, once we got into it, I think that-I learned
that urn-learning about architecture. That was such fun and, like, doing different
stuff in school.
The students, like Latoya in her statement above, saw this project as different
from what they were accustomed to doing in schooL Latoya continued in her explanation
of how different the classroom operated.
I've never had anything like this [inaudible]. In alJ our other classes. we have to
sit down in our desk and, like, just work out of books and do worksheets. In
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HanweWs Helpers' class, like, you can, like, move around. It's an activity and it's
fun
Aaron tried to express his attitude toward this type of learning. service learning.
He related just how different he thought it was.
It's just that I've never done anything like this before; I never even heard of it
before Ms. Smith told us about it. I just thought it was strange, but it was fun.
Aaron's mother recognized the different things that Aaron was doing in
Hartwell's Helpers. She expressed.
I think:, having done the research on it [history and buildings] and participated in
the different things, that he has gone to another level ofjust looking at-[he has]
broadened his thinking ...
David's mother viewed some of the difference in the way David worked in groups
in Hanwell' s Helpers. She stated, "It's different. Because in the elementary school, we
really didn't have any groups like that"
Not only was the sttucture, the methodology, of the class different, it resulted in
the students having very different experiences from the typical classroom setting.
According to David's mother,
Dh, it was something he'll always remember. Just meeting all the different people
from the different places [referencing the International Future Problem Solving
Conference in Michigan]. It was an experience.
Empowerment
One of the things she [Ms. Smith] said [during the interview] on her own which
sent Goosebumps down my spine was the empowerment she thought the kids
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were getting. I asked her at what point she observed this, and she said, "not
initially." This tends to confirm the pilot study I did.
These field notes taken earlier in the project reflected what I thought would
emerge from the data.. what had emerged from the Pilot Study. During the observations, I
had seen that the students were very independent and empowered to make decisions
within the classroom and take actions on their own without getting explicit approval from
the teacher.
Becoming empowered in the community, being treated like an adult, was very
important to the students in my pilot study. This did not emerge during this study,
however. Cathy was the onJy student interviewed who expressed the feeling of
empowerment within the community. She said,
Like with the groups of stuff.-like [Samuel Elrod]. I called him for donations,
so I know that he looks at me a lot differently and some of the people in WaJ-Man
because rve bugged them for donations and what not ... 1 guess it's a little bit
more respect like, ··Okay. this is not a child, this is a person who knows what
they're doing and they have a goal and stuff like that like adults do".
David, however, expressed just the opposite. He said that he was not treated as
well as an adult when he was collecting money for the trip to Michigan. He expressed,
"How'd they treat me? Well, not as, probably not as well as they would treat an adult.
But they respected me, I think."
It was, however, apparent that the students did the work themselves. According
to David, «I would tell them that we do all the work." Aaron expressed it this way,
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She [Ms. Smith] doesn't necessarily do the work, but she, if we get lost, she'll put
us in the right direction. She's kinda [sic] like the shepherd guiding the sheep,
you know. She doesn't do the work, but., you know, if we get stuck, she'll put us
in the right direction of what we're doing. But we actually do the work.
Empowerment in the Classroom.
Ms. Smith definitely practices (the] cognitive apprenticeship model. They are far
enough along in the project that she is more encouraging-has already put that
ladder up-and only acts now for feedback. There's guidance, but there's not a
great deal of direction. Kids seem to make their own direction, their own
decision. Group 1 in [the] second class that went over to use the phone; it was
understood by them that they had that permission, that they could go over there,
look up numbers, and make that contact. The only intercession by the teacher was
there were too many people in the area near computer and they needed to
separate, but not that they couldn't use the phone.
These field notes reflected the empowennent that existed within the classroom
walls. The students felt empowered to direct their own learning. to cany out their own
plans. Ms. Smith established this pattern early in the project When she established
groups in the class, she let the students vote on the two facilitators to direct the project.
According to Ms. Smith,
They vote on facilitators. Actually they nominate them. And then the people that
were nominated. they have the opponunity to either accept or decline the
nomination. They have to tell the class why they would be a good facilitator; they
had to reason with the class on why or how they could serve them.
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The students had the opportunity to apply for two jobs they wanted to have during
the project based on written job descriptions. They would put their first, second. and
third choices down. Ms. Smith then let the facilitators decide who would get what job
based on job applications. Ms. Smith expressed it this way .
... they [the students] kinda [sic] made out something like an application son of
for every student. And then they. um. turned it in. I put itoffon-fm bad
[laughter}-I put it off on the facilitator and they eventually go through it... Then
the facilitators go back and review all the appl ications and they knew all the spots
we had to fill and went from there.
The students did not view Ms. Smith as an authoritative figure who told them
what to do and how to do it. According to David,
... we do all the work:. That if we really get stuck on something. we may go to
her for, like, to help us find out a little bit of information to get us staned on
finding out the rest and that, um, she watches us to make sure we don't do
anything WTong, but that we do all the work: and we fix things that-like, if a
person, like, makes a thank you note and they mess up, they always get someone
to read it, find out, like, if they should do something to it, add something., urn.
pick out something. but that the kids all work together to find out what they're.
what we're supposed to do and that Mrs. Smith's just there for I ike advisement
and stuffand that she helps us with some stuffand like we do all the work. We
don't get her to do something for us. We do it ourselves.
Ms. Smith's committnent to empowering srudents in the classroom had developed
into a philosophy of teaching based on research she had done as pan ofa degree program.
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Well, in the past and what I have observed. too, now is that they [students] feel
empowered [in a Community Action service learning project]. That's the biggest
thing, that they know that what they say and what they do really does make a
difference somewhere. And I

think too often-kids don't feel that. When I did

[sic] my specialists degree. I had to do some research and fit into it and that was
what it was on. And that was one of the questions I asked them was how many
choices you get to make in school. And there wasn't [sic] many of the choices
that they were allowed to make. The teachers gave them the things to choose
from. So still, even though it was a choice, it was still a real limited choice based
on what the teacher wanted. So I think that's what they learn the most is that
they've gotten to choose themselves and they've gotten the power to make
decisions that can impact somebody or something.
She indicated that the empowerment the students had in the classroom emerged
later in the project. She expressed.
It [empowerment] emerges because they're not used to-they don't have that

concept when they come in. That's something they gain as they move along. To
begin with, they don't know how to do what they need to do. You can't just say,
··Okay. What do we need to do today? Do it." But now, that's the way they are.
Though apparent that the students did the work in the classroom themselves, it
was abo apparent that the students relied on Ms. Smith to set the agenda for them.
According to Latoya,
She [sic] just guides us through it, and she kinda [sic] tells us what needs to get
done, but she lets us decide how we're gOMa do it. Like she tells us that we need
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to advertise for the Monster Mash. We had to decide that we was [sic] going to
put it on that, uh, the bank marquee. We had to decide how we wuz [sic] going to
do it. Like when she told us that we needed to advenise. some students got
together and came up with ~mething for the radio. She just kinda [sic] tells us
what needs to be done but we had to put together how we were going to do it. ..
Ms. Wolfe, Main Street coordinator, was impressed with the empowerment of the
students.
Yeah, yeah, they're impressive ...Ms. Smith gets them-if they need to call me for
information, I mean, she has one of them call me and ask me for whatever it is
they need. And I'm just impressed with, with what she requires of these middle
schoolers and what they are able to do.
Ms. Fitzpatrick., a member of the DDA, even noticed that the students were the
ones doing the work. She stated,
." I think that's the whole point of this project is for Ms. Smith to steer them
[students] in the right direction and to guide them. but for the children to do the
actual work.
Cathy recognized that the students were allowed by Ms. Smith, even encouraged,
to make decisions about the project. She was also aware that sometimes they did not
have the skills to make those decisions. Before their sixth grade year, these students had
not been exposed to creative problem solving and had not been empowered by a teacher
in a classroom before. They were. as a result, new to the process and., therefore, needed
more help in knowing what to do.
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Mrs. Smith said that this was our project. We should be deciding what to do with
it. I mean, she helped a lot. She definitely put her opinions in on it, but she let us

decide what we wanted to do, how we would, would (sic] do it. But she helped us
with it because we were often stumped because we were new to the process and
everything.
Approval from teachers is very important for some students, especially the gifted
perfectionist. It is easy, as a teacher, to fall into the trap and make decisions for students
even though you know you shouldn't. During one observation, I observed Ms. Smith
avoiding that trap. The student had some papers in front of Ms. Smith. I overheard pan
of the conversation. "Ms. Smith," the student asked urgently, hthis is copies ....do you
want..... Although I could not make out the entire question from the student, Ms.
Smith's reply was very coherent. She smiled at the student, paned her on the back and
said, "You decide."
From empowerment in the classroom, students become self learners. They
become empowered to control their own learning. Ms. Smith viewed this as very
valuable when she expressed that the most imponant thing students get from a project
like this is becoming a selflearner. .....them (sic] being selfleamers, teaching
themselves. Sometimes it's wonh more than you can do anyway_ They'll carry it longer;
they'll remember it longer."
Empowerment in the Communitv.
I think we just came together and figured, okay, let's get these kids involved
somehow, and we had talked about doing a, uh. store promotion as far as
decorating downto\\'n, and then that's the first thing. I believe I came up with
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that, but let's let the kids decorate if that's something they wanted to do. And then
Ms. Smith knew about the Monster Mash so we just involved them a linJe bit
more. And I believe Ms. Smith came up, I think the children came up with the
idea for the games because they wanted it to tum it into like a little mini carnival
for the kids, too, but we wanted to keep it a cenain amount of time.
Ms. Fitzpatrick was a very active member of the DDA., and an advocate for
student participation in civic affairs. Her comments above set the stage for the Hanwell's
Helpers' role in the community. The word let was used twice in her comments
concerning the students' participation in the community. Let is a tenn that means 10
allow. The students were allowed 10 help in the community by the community. And help

they did. From decorating the downtown and helping with the Monster Mash and the
Christmas activities, the Hartwell's Helpers helped their community.
Excited about the Monster Mash plans for the Fall, the students were very
disappointed when the DDA cancelled the event for the fall of t 999 because it had been
too successful the previous year. According to David.
And the Monster Mash. The Monster Mash was real fun, cuz [sic], they had put
commercials over the radio; [Molly], uh, and two others, I think. they went over
the intercom and said some stuff about the Monster Mash, and it was a big
success. The reason we didn't get to do it this year because the DDA thought that
it was too much of a success. But, I mean, that was probably the only safe way

for kids to go trick or treating in Harwood. But everybody liked it last year, but, I
just-if I could talk to the DDA., I would try to convince them to letting us have
another Monster Mash. That's the main thing that I would talk about cuz [sic] I
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think that everybody in the Hartwell's Helpers thought that that was one of the
most fun projects that we did...
When I probed the students about their reaction upon finding out that the event
that they cared so much about had been cancelled, they looked at me with blank
expressions. David's response was,
I've never asked, but, um, a bunch of people called the DDA to ask em [sic] stuff
and to tell them when we need stuff. But I've just never tried to call and ask them,
but ... everybody has complained about not being able to do the Monster Mash this
year.
Within the parameters set by the community, the Manwell's Helpers were
empowered to carry out projects. According to one account,
"It's not often that you get to run something lots of people come to," says David.
The Helpers proudly display their scrapbook, which includes pictures of their
classmates dressed up as everything from Legos to Big Bird. The local paper
wrote an article about the students, the project, and the enthusiastic zest they have
for meeting their goals. (Joiner, 1999, p. 9)
Ms. Wolfe, Main Street coordinator, described the walking tours that the students
conducted during National Preservation Week in April 1999.
They had a ... a megaphone speaker, and they had note cards about the history of
each house, and they took turns reading about the house or commercial structure
and explaining it.
The students worked hard to prepare for these walking tours. They also enjoyed
doing the tours. One of the students explained the event from his perspective.
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Well, we get to cany a bullhorn, which was fun. You get to tell people who don't
know much about Harwood. It's like being a teacher for adults, but it's real fun.
Empowerment during this service learning project seemed to stop at the school
house doors. The students, though impacting their community ina very positive way, did
not seem to attain a sense of empowennent in the community. As one of the focus group
panicipants expressed, "Probably we could make more difference than grownups could."
The word probably points to the hesitation that the srudents felt concerning their lack of
empowerment in the community.
Commitment
The students expressed commitment to their project. their community, and to the
Hanwell's Helpers as a group. Learning more about their community led to a
commitment to the community both now and in the future. Involvement in the project
itself furthered commitment by instilling in the students the value of perseverance.
Competition in the Future Problem Solving Bowl also deepened the commitment the
students felt toward the project.
«It is plain to see the enthusiastic Helpers are dedicated to their mission" (Joiner,

1999, p. 9). Commitment toward the project was expressed by all the students. Why
were they committed? According to the teacher, Ms. Smith, it was because they were the
ones that chose the project.
They're not going to do it [a service learning project]; they're not going to do it if
they're not interested in it. That's the same thing about choosing the problem. If
you choose the problem, they're not going to do it You can do it, but they're not.
So--tbey don't!
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When asked whether they would like to continue the project, the swdents
answered affinnatively. According to Latoya., "I want to do it. you know when I'm in
high schooL" Aaron added. "I want to keep going with it."
The students expressed values about the importance of commitment.
perseverance. According to Tabitha.. " ... we learn probably more in that classroom
because it teaches us. you know. that you can't do something and then quit." Bryan
echoed.
. .it might not be easy, but stick with it because um. you know, the partnerships
we have. you know, it's kinda [sic] hard to get. You might. you know, there
might be a few set backs, so you have to tty to stick with it and not give up.
Cathy was able to express the importance of perseverance when she offered
advice to others who might attempt a project like this.
To kinda [sic] learn as much about the project before you actually begin. To
never give up on it. To be persistent. To really believe in your project.
Commitment between School and Community.
Hanwell's Helpers: Historic Preservation
Protecting the Irreplaceable
Helping Hanwell is our concern!
This heading on the front cover of the Hanwell's Helpers' brochure reflected the
commitment the students felt toward the community. They wanted to help their
community. They did this by partnering with organizations both in their local community
and their state community. According to Ms. Smith,
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They [Hartwell's Helpers] are partnering with the Georgia Trust and Georgia

Historical Society. [They are] up for Preservation Project of the Year from the
[Georgia] Trust. They sent someone to Hanwell to get information on the
project. Someone from the Historical Society has been to taJk to the students.
They have received information from the Georgia Trust.
On the local level. the students parmered with the Chamber of Commerce, the
Downtown Development Authority, the Historical Society, and a local artist. According
to the principal, Mr. Gulley,
And the 6th grade [Hartwell's Helpers] is more of a partnership between Hart
County Middle School and the Chamber ofCommerce in doing different types of
service functions in partnership with the Chamber of Commerce--the types of
festivals they have or downtown cleanup or any type of projects the Chamber of
Commerce has going on.
Bryan referenced the commitment, the partnership, between the Hartwell's
Helpers and the community this way.
It was, uh, it tell [sic] about everybody who we were in partnership with, you
know, like Ms. Applegate and Rod Reeves [the artist] and, you know, the DDA
[Downtown Development Authority]. We, like, done [sic] a lot for them and they
done [sic] a lot for us.
Mr. Gulley, the principal, felt it was important to establish relationships between

the school and the community. He viewed the establishment of this commitment between
school and community as an important factor in the development of a school. My field
notes reflect this rather profound viewpoim.
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[Mr. Gulley] made clear that community and school should not be separated.
[He] sees service learning as a way to reach those goals. That reaction surprised
me-looking at service learning as meeting goals [for the school]. • hadn't
thought about that-service learning meeting a goal for the school by getting the
community to come into the school.
Effect of Partnership on Communi!>'.
Viewing children as a pan of the community was one effect of the commitment
the students and the community had together, according to Ms. Wolfe of the Downtown
Development Authority. ". think it would be a mistake to overlook the younger elements
of the community .• mean they are a pan of it as welL"
Ms. Fitzpatrick of the DDA viewed this commitment as a way to involve more
people in the community. As she expressed it,
It gets, you know-a parent knows about it and then a grandparent knows about it
and relatives know about it. And. think we had good response to it in the
community as far as people just driving by to see it or coming downtown
specifically to see it. [It was the] same thing with the luminaries and when we
have the band, the high school Jazz Band, and uh, the Jazz Chorus be involved in
our urn, Christmas Tree Lighting. We do that purposely because it gets the
community involved and it gets families involved because their children are
involved.
The motives for the partnership with the DDA and the students were not entirely
the same. The DDA's goal in partnering with the students was to promote the downtown,
to promote their businesses, to make more money. The Main Street Monster Mash
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became a metaphor for this conflict between motives. It was highly successful from the
standpoint of the students. It was too successful from the standpoint of the businesses.
which were basically shut down due to the overwhelming panicipation. According to
Ms. Wolfe of the DD~
... it was almost too successful. It created a tremendous- it drew a tremendous
lot of people. But. you know, it was over, and then they left. It did not have a
spi II over effect in the businesses.
Ms. Wolfe did see the benefits to the partnership as far as promoting awareness of
the historic resources of the community.
Well, I think it has tremendous potential as I said both to help make local
residents aware of the historic resources that we have as well as helping to
promote it as a tourist attraction and as a destination point ...1 think the students'
involvement benefits them. It educates them about their community and about
ways that they can become directly involved. It's more than a textbook reading of
the history of Ran County or a lecture or-they're out doing some legwork and
actually learning about it and the challenge that downtown faces as well as its
advantages and what it has to offer. And of course, the reasons rve already
mentioned, the community benefits because of their involvement.
Effects of Student Commitment.
Commitment to something can be largely determined by the engagement of the
person or persons in the activity or activities. During the observations, I was
overwhelmed at the engagement of the students in their project. My field notes reflected
this engagement.
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No one was doing the same thing. There were multiple interruptions, the space is
far too small for the number of students. There was constant noise from the area
behind the panels. with the door opening and closing, the microwave beeping, and
the toilet flushing. No one noticed any of these disruptions. The class stayed
focused during the entire period, interacted with ease and respect., and had fun. [
was very impressed.
As the students were engaged in learning Hyperstudio for their project, I captured
the following conversation, which speaks to the engagement of the students.
Boy 5 at computer 3 asks: "Katherine (06 at C6), how do you do stack cards?"
Girl 2, "There has to be an easier way!" They are having fun.
Al computer 4--three girls are exploring the program-[they are]having

fun-[they are] on task.
During another observation, I noted, "4 [sic] girls by [the]phone are dialing and
talking on [the] phone (11:48). They are really cute! Having fun l But engaged and
working hard."
Future Influence on Civic Participation and Students' Lives.
But then [ see that when I grow up, I kinda [sic] want to live in, like,
Harwood-not the Han County area [which is where she lives now). Cuz (sic]
we never really came to the events on the square ... to the parades and stuff, but,
like, we would go Appleton County or something. Not even to go to parades
really, but then when [ got to Hartwell's Helpers, like, I see how fun-I used to
think, "This is boring," but I think I-that it' 5 really going to change the way I,
the way I want to live in-when I get to be an adult.
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Participation in this service learning project, according to Latoya., will impact how
she chooses to live her life and where she plans to live it. Cathy related similar feelings.
She stated. "1 know more about my community so I like my community more, and it
gives me a reason to stay involved." She continued, "I probably won't be as involved as I
am now, but I hope to stay involved as I get older."
Tabitha related that awareness about her community would lead her to be more
involved in her future. She stated.
1 mean I'll probably be involved with the community because rve had this
experience now, and I know that it's not like just boring stuff and that we do get to
do a lot of stuff. And I'll probably just get involved with it because I know more
about it.
Ms. Fitzpauick.. the DDA member, expressed her views on the importance of
student involvement in the community and how it can impact the future ofa community.
I think that the general perception of srudents is that, um, they don't have great
involvement in their community other than their school program. And I think if
we can teach them at this age to become involved and what volunteerism and
community involvement can mean, I think they're going to carry that through to
adulthood, and 1 think: we'll get more community involvement.
Ms. Fitzpauick also related how she felt as a result of working with the students
on the project.
I think any time you can enrich a child's life that way and make them realize what,
how a community runs and what they, what their sense of duty to it [is], I think:
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that's a good thing. I don't think there could be any negative effects for anything
like that.
Ms. Fitzpatrick could be the poster person for how involvement in a community

early in life can carry over into the future. Her parents were very involved in their
community and felt strongly about people becoming involved in their communities.
I just think if you're going to be a part of a community, you need to be a part of
the community. And I think: volunteerism goes with that ... Anytime you get kids
involved, it's great But I like working with kids. My parents both did. My dad
was a scout director and an Eagle Scout and all that kind of stuff. So we grew up
with people being involved with kids. So I think that carries over.
As simple as it may sound, Ms. Fitzpatrick seemed to be pointing to the fact that
if we want people to become more a part of a community, then we must involve them in
that community, and the sooner, the better.
Maybe that's where my influence came from was that I was influenced from
people when I was growing up, and I think that gives you a sense that it carries
over to some point in your life. And I think it helps you become a part of a
community ... I think if you want to become a pan of a community, that's one way
to do it because you know you just get involved and you get to know people and
people get to know you and it makes you more a pan of a community ...
Effects of Celebration
It is plain to see the enthusiastic Helpers are dedicated to their mission. They
placed third in the state in an international community problem solving
competition and spent five days in Ann Arbor, Michigan, in June competing
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against teams from across the world. To enter the competition, the students had to
submit a portfolio of their work on the project so far, intended goals, a six-page
paper, and a scrapbook to the state competition. At the international level, the
Helpers submitted a videotape of their project and underwent an on-site
interview ... The students raised $12,000 for their trip-S4.000 of which was
donated by Governor Roy Barnes. (Joiner, 1999, p. 9)
This category that emerged from the data was a complete surprise. Although two
of the groups from my Pilot Study had participated in competition with their project,
none of them had attended the international competition. The RIPPLES Gang competed
in the Community Problem Solving component of the FUDJre Problem Solving Program
the first year it was added as a division in Georgia. There was no international
component. The SWaMP Kids won 2nd place at the international level. However, at that
time, community problem solvers were not required to attend the conference; the
competition was completed before the International Future Problem Solving Bowl was
held. As a result, this category did not emerge from the data.
The results of this SDJdy support the theory that celebration is an important
component in service learning. According to the students, participation in the
International Future Problem Solving Program was very important. It helped to motivate
the students and verify that what they were doing was important. It was fun and exciting
for the students, offering the students new experiences in life. It provided a learning
experience through interaction with students from other parts of the country and other
parts of the world, as well as deepening existing relationships among the Hartwell's
Helpers. According to the teacher, ..... the students would also have a chance to tour the
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campus of the university, and in doing so begin thinking about their own future after high
school" ("HartWell's Helpers Solve Problems," 1999. p. 18A). Celebration, as
distinguished by participation in the International Future Problem Solving Conference.
also helped to validate the students' efforts in the community. Preparation for this
competition, in addition to panicipation in an interview during the competition, provided
needed reflection for the students as well.
Defining Celebration in Service Learning.
There are varying models of service learning. The Kentucky Learn and Serve
Project planning model includes preparation, meaningful service, structured reflection,
and recognition/celebration. Many service learning advocates believe in the importance
of the recognition/celebration component. The National Service-Learning Cooperative
(Toole, Conrad & Nelson, (998) has recognized the importance of this component of
service learning in their Cluster lll, Critical Components That Support Learning and
Service. They define this essential e.lement as follows: "multiple methods are designed to
acknowledge, celebrate and further validate student's service work" (p. 19).
Celebration through Competition.
Celebration in this project was achieved through competition in the International
Future Problem Solving Program's Community Problem Solving component. The
students won a berth to the international competition that took place in June 1999. The
local newspaper reported.
HartWell's Helpers first entered the contest in January. Since that time, the group
has sent periodic progress reports, culminating in a final report in March. The
class learned it had taken second place honors in mid-ApriL The group will now
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travel to the University of Michigan at Ann Arbor, where they will spend four
days, June 10-14. There, (Smith] said, the students would compete against other
classes from the other 49 states, as well as classes from Australia, New Zealand,
Canada and Great Britain. (HHartwell's Helpers Solve Problems," 1999, p. 18A)
Served as Verification and Motivation Leading to a Deepened Commitment.
Why was the Community Problem Solving competition imponant to the students?

Cathy seemed to express it very well when she stated,
It lets you know how good you're doing on your project, but it's not the only

reason you do your project, but it's good to see that someone likes it and that it's
making a difference.
Being the organizer that she is, Cathy was already making plans for this year's
competition.
I think this year, since we know what's expected of us, we will probably go
through more detailing work and get more details in so that the judges will know
exactly what we're talking about, when it happened, and how we did it because I
know they like a lot of that kind of stuff.
Though indicating that not winning at the international conference was, at first,
discouraging, Cathy didn't seem to let it get her down for long.
We're hopefully going to be going to Athens this year for the project again. It
was a linle discouraging though. I didn't feel as-I didn't put effort toward it, I
guess, at the beginning of the year 'cause (sic] we had lost, and I was there to
experience it. I didn't put a lot of effort toward it. I am now.
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Aaron was already planning for the international competition this year in Athens.
Georgia. He said,
This year it's going to be in Athens, so it'd be a quick ride ... We could all go and
come back every night. It'd be really neat. So it's like, my main goal is just to get
to Athens this year for competition.
David raised over S 12,000 for the students to go on the trip by himself! He
seemed very proud of himself. When asked why he thought the community was that
supportive of the Hartwell's Helpers' venture to Michigan, he replied,
Well. probably because of what we were doing in class and how we made it to the
competition because it took a lot of work...
Why did the community support the HanweU's Helpers in such a big way?

David's comment points to the possible explanation that the win validated the students'
work to the community.
The trip to Michigan. according to Aaron was helpful in deepening his
commitment toward the project during the second school year of the project. "Yeah, it
really helped a lot. It gave me, you know, a motivation .....
Provided New and Exciting Experiences for Students.
The responses from the students about the trip to Michigan for the International
Future Problem Solving Conference were very positive. Cathy related that she had never
been out of the state of Georgia before, so it was a liule scary. But most of all, she
indicated it was fun and very meaningful.
It was really fun meeting all those people. And we didn't win, but it was still fun
to get the compliments on our project and everybody sitting there asking
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questions and sruffand we had to answer em [sic). And people like, nOh, wow!
That's cool", and it, it just really fi lied you with happiness and pride ...
Cathy was very philosophical when relating what she learned from panicipating
in the Future Problem Solving Program.
1 guess. that it showed me just what competition was like, and how, if you do lose,
don't be, you know, overwhelmed by it. Just go on, and it'll get better sooner or
later.
I was not prepared for Aaron's level of excitement about the project. Ms. Smith
had experienced behavioral problems with Aaron, something I had observed during the
first observation. She wasn't convinced that he had gotten anything positive from the
project. Aaron's mother mentioned that Aaron was on a behavioral contract in Ms.
Smith's class. Aaron's excitement, especiaUy about his trip to Michigan, was difficult to
contain.
It was really neat because when we got down there it was like all these other

people it's like .. J never rode on a plane before, and it was like the taking off and
landing like ... whoooo! It felt freaky.
Latoya's mother said about Latoya's trip to the international conference, "I think
it's something she'll always remember. I think it played a big part in her life." She said
Latoya had established a pen pal at Michigan whom she had exchanged at least a couple
of leners with. David's mother who went with the group to Michigan said,
Oh. it was something he'll always remember. Just meeting all the different people
from the different places. It was an experience. It really was. It, it was neat. I
enjoyed it, you know. And they had to work; they had to work. It wasn't all fun.
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And, uh, but it .. .1 think it has really, really made...it's really made a big impression
on him and him [sic] being able to do all this .. .it's just tickled me that he is so
involved in it. He loves doing things. gening involved in things.
Provided a Cultural Exchan.:e.
Aaron's mother indicated what a positive experience it was for Aaron in Michigan
at the international conference.
He was real impressed to have seen kids from everywhere... he enjoyed meeting
them and seeing them with their work and just the things. 1 think there was a
group from Australia that he was very impressed with, the presentation that they
had. You know, he was like, wow! This was just so good, you know, these are
kids our age and they did this, you know.. J think was the biggest thing that I saw
in him and his comments about the overa.11 thing was just that these were kids our
age and they're doing these things that are so far beyond even what we are doing
right now, you know, but that we could. You know, it was a very positive
experience with him.
David identified his trip to Michigan to the International Future Problem Solving
Conference as the most exciting part of the project. He related,
Michigan. That was the most exciting. Competing against everybody else,
have-like, making the scrapbook, helping come up with that. That was fun!
David went on to give more details of his exciting adventure to Michigan. It
obviously made quite an impression on him.
We went to Michigan to compete in the FPSP contest. It was a fun trip ... We
competed with a bunch of people, one from every state, I think. And we placed

200
fourth and there's, there was a mixer where you go and trade stuff from your state
to get other stuff from people's states. So I got, since I collect hat pins. I got a hat
pin from every state that was there.
Deepened Relationships with Others.
Bryan also attended the international conference in Michigan. This experience
seemed pivotal in Bryan's life, especially in establishing deeper relationships with his
fellow Helpers. In his characteristically wann demeanor, he described his experience .
... and our experience in Michigan, you know. I, I mean I know these people
[the Hanwell's Helpers], but I don't really know them, you know, like you, you,
like you are with your sister or something, you know, your sister. Well. these are,
I mean you get to stay in the same room with them cause-I'm shy at first. But,
you know. they treated you equal like your brothers and sisters would.
Provided Needed Reflection for the Students.
Participation in the Future Problem Solving Program provided needed reflection
for the students. The imponance of reflection in a service learning project cannot be
overstated. According to Kinsley and McPherson (1995),
Community-service-leaming projects are potentially wonderful •textbooks. ' They
involve complex problems, real-life contexts, and exposure to people who possess
wide expertise and resources not found in schools. Both the challenge and the
strength of such textbooks is that they come without chapters. footnotes, labeled
pictures, list of key concepts, and review questions at the end. If students are
going to learn from service, it will not be instant or effonless. They will be
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required to organize and construct their own understanding from the rich content
embedded within these experiences. (p. 99-100)
No activity is more central to understanding and implementing service learning
than reflection. Kinsley and McPherson (1995) implied that it is common for teachers
who are responsible for helping students link. service and learning to neglect reflective
activities. As they reported, these teachers frequently lamented, "Reflection. That's the
part that I have not been doing very well" (p. 100).
As far as I could ascertain, most of the reflective activities for this project were
done as pan of the required documentation for the Community Problem Solving
component of the Future Problem Solving Program. The scrapbook, the Community
Problem Solving Final Report.. the project board, and the videotape were all produced for

the competition. The only other evidence of reflection that I was made aware of was the
student writings carried out during the second year about the cemetery experience and the
float decoration.
This case study has provided an in-depth examination of the effects of a
Community Action service learning project on young, gifted adolescents in a middle
school in Northeast Georgia. It bas also examined the effects of this type of service
learning on the community. Many questions remain, such as, how do these findings
relate? What are the implications for gifted education? How does this specific typology
of service learning meet needs of gifted students? What issues are raised concerning
service learning. the community, and the education of gifted students? What are
recommendations for future research?

CHAPTER V

SUMMARY, INTERPRETATION, IMPLICATIONS,
RECOMMENDATIONS, AND CONCLUSION

This case study examined the perception of young, gifted adolescents
involved in a Community Action service learning project toward their project, the effects
of this involvement upon them, the impact of the project on the community, and the
effectS of the methodology that was used in the classroom. The study examined this case
in relation to an earlier pilot study by the researcher.
The first section of this chapter summarizes the results of the study based on the
first three research questions. The second section relates the interpretation of the results
in addition to the answer to research question four since it is an integral part of the
interpretation. The final sections deal with the implications of this study for the
education of gifted students and service learning, recommendations for future research,
and the conclusion.
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Summary

Students' Perceptions about their Participation
The students in this study perceived that this service learning project was fun,
exciting, different from what they were used to doing in school. important to the
community. and helpful to them both academically and developmentally. The students
unanimously agreed that they had learned more in the Hartwell's Helpers's class than
they would have learned in a regular classroom. That more in terms of academic
development referred to knowledge about their community, computer technology, career
development, architecture, how to conduct interviews, and how to do oral presentations.
The students also perceived that they had grown developmentaJly, both personally
and socially. In the personal growth category, they perceived that their communication
skills, leadership skills, sense of self, maturity, work ethic, organization skills, and
awareness were enhanced through participation in this service learning project. Although
one student expressed that she felt that they, the students, could probably make more of a
difference than adults, this was not a prevalent attitude. Students developed new
perspectives as a result of participation in the project. Some of these new perspectives
included a feeling of acceptance by the group and becoming equal within the group.
What the students perceived about their community was profound. They began to
discern new meaning in the term community; to value involvement in the community,
both "seeing" the town's history and taking pride in it; to feel responsibility toward the
community; to acknowledge the imponance of enjoying one's work; and to recognize
"real world" motivations for community involvement by adults which can be self
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servmg. The students went from taking their community for granted in the beginning to
developing an appreciation for it and "seeing" it for the first time. They also came to
realize how imponant it is to participate in one's community; they even expressed that
this would lead them to participate in their community in the future.
In the social growth category, the students noticed that their cooperative skills
were enhanced. Some of them saw this as the most impon&nt skill they learned-how to
work as a team, how to get along with people in a group, and how to respect others'
points of view. Also important to the students was the sense of belonging to a group, to
something bigger than they were.
All the students perceived that they had done the work themselves. This was an
important point to them, a source of pride. They also expressed the importance of
perseverance-that you can't give up when things get tough.
Although not the driving force behind the project, the students recognized the
importance of participating in the project in that it led to an exciting celebratory event in
the form of attendance at the International Future Problem Solving Conference at the
University of Michigan. The students perceived this experience as validation that what
they had done in their community was imponant and wonhwhile. They also perceived it
as a fun and exciting experience.
Effects on Students
This Community Action service learning project definitely affected the students
involved in it. The students became walking encyclopedias about their community, its
history, and architecture. It wasn't. however, just knowledge that these students acquired
about their community. They experienced their community. Instead ofjust reading
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words in the pages ofa book, they learned experientially_ They learned about the
architecture by actually going to examine it. They walked down the halls where some of
the people in the cemetery they visited-these people, long dead- had walked, laughed,
and cried. They felt it, and it changed them. The knowledge they acquired should stay
with them long past a final exam.
The experiences from this project gave the students opportunities to grow
academically, intellecnaally, personally, creatively, and socially. Through their
participation in this Community Action service learning project, the students began to see
outside the walls of their classroom into the community beyond. As their community
horizons expanded, their appreciation of their community and political efficacy grew.
Civic awareness and responsibility were developed. Basic skills were propped up, while
their sense of responsibility toward their community and each other developed. They
learned how to creatively elicit ideas to improve their community.
The importance of having a positive attitude was apparent from the interviews
with the students. The students, overall, professed very positive feelings about their
service learning project. The students' positive attitudes included a sense of
accomplishment, pride, respect both for and from their community, support, and their
feelings toward their project. Some negative attitudes toward the project were alluded to
but mainly referenced disappoinnnent about one aspect of the project.
The experiences within the classroom helped to enhance the Students' personal
and social growth. The students grew to become self-learners and learned how to work
cooperatively. Working in groups, they came to appreciate others whose ideas differed
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from their own. They also were able to accomplish goals they set for themselves and to
trust and value their own judgment.
An imponant outcome of this service learning project was the deeper appreciation

the students developed both for one another and the community. The swdents matured
within themselves, something that both they and others noticed. Their self-confidence
was boosted through the project as well. AJthough the previous studies have found
differences between genders concerning effects of service learning, there were no
differences found between the genders in this study.
In summary, the participation in this project enhanced the students' academic

skills, intellectual development, creative skills, personal and social development, and
attitudes. The students developed an expanded sense of community, civic awareness, and
political efficacy. They also evolved into self-learners and became committed both to
one another and to the community.
Impact on the Community
This project had both a direct and an indirect impact on the community. Directly,
it led to beautification of the downtown area. It served to educate the community about

its historic resources through the brochure, the walking tours, the CD-ROM, and the
presentations to civic organizations. The Main Street Monster Mash helped to keep
young trick or treaters safe on Halloween in 1998. More people became involved in the
downtown area because of the project. It also benefited the school, helping the school to
reach its goals.
This service learning project also impacted the community indirectly. Viewing
youth as a positive element in the community was one effect of the project. Another
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involved student attitudes which were affected by the project. As one student related, by
knowing more about your community, you learn to like your community better, which
gives you a reason to stay involved in the future. Early commitment to the community
could lead to future commitment to the community. And what better way to promote
political efficacy in our youth than getting them involved in their community at an early
age? It should be much more meaningful for students to experience civic responsibility
than to read about it in a textbook. As one community member communicated., if we
want youth to become more a part of a community and, hopefully, to improve that
community, then it is incumbent upon us to involve them in the community as early as
possible.

Interpretation

The interpretation of the results of this study win be explained in relation to
previous service learning research, in general, and to my Pilot Study, in particular. The
six themes that emerged from this study-methodology, attitudes, student development,
empowerment, commitment, and effects of celebration-reflect the importance of service
learning to these young, gifted adolescents and to the community. The methodology used
in the service learning class itself was very important. Working cooperatively, using
creative problem solving techniques and several reflective activities, as well as the
cognitive apprenticeship framework impacted the development of the other four areas.
The development of the attitudes in addition to student development seemed to enhance
the students' empowerment within the classroom setting. The development of attitudes,
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student development, and empowerment in the class itself led to commitment both to the
project and the community. Celebration, represented in this project by participation in
the International Future Problem Solving Program, enhanced the attitudes, student
development. and commitment. The development of the categories seemed to balance on
the methodology as can be observed in figure 2 (see figure 2).

~tfects of Celebratio"
Enhances Commitment, Attitudes
and Student Development

Figure 2
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The findings of this service learning project as defined by the Service Learning

Typology: DegreesofSludentlnvolvemem (see Figure 1) correspond with a lower level
of the Community Action type of service learning. The lack of proficiency in the use of
creative problem solving as well as the negligible use of reflective activities during this
service learning project impaired the development of empowerment in the students. As a
result, impact on the both the students' sense of empowennent and on the community
itself was limited.
The findings also correspond primarily with Level IV, the highest level, of the
recently published ESsential Elements of Service-Learnin& (Toole, Conrad, &. Nelson,
1998) developed by the National Service-Learning Cooperative. For example,
corresponding to most of the conditions of Level IV of the first essential element in the
duster labeled Cluster I: Learning, during this project, there were multiple learner
outcomes which exceeded and spread beyond the boundaries of the curriculum. These
students applied higher order thinking skills and promoted dialogue and understanding
among a diverse audience while reaching both state and local cuniculum objectives as
well. They were stretched at this advanced level in all ways in their learning and were
able to identify external and internal factors that imposed limits upon them. They were
not., however, able to devise means to overcome all of these boundaries. one of the
conditions of this level (Toole, Conrad, & Nelson, 1998).
The findings in this study in regard to duration of the service rearning projects are
consistent with other studies (Conrad & Hedin, 1981). It has been found that the length
or duration of service learning projects has an impact on student outcomes, with the
longer duration projects having greater impacts. However, significant differences are not
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found in projects lasting over 18 weeks (Conrad & Hedin, 1981). For instance, no
significant differences have been found between projects lasting five months and those
lasting as long as two years. The project on which this study focused lasted a year and a
half; thus it is considered to be long in duration. This helps to explain its profound
impact on student outcomes.
How Methodolosy Influenced the Students' Experiences
The cognitive apprenticeship model (Brown, Collins & Duguid, 1989) is the hub
around which the methodology encircled. This model can be described as a hand-holding
method that leads a student from dependence to independence in his learning. First the
teacher provides scaffolding. taking the student through the perfonnance of a task, acting
as a crutch until the student can perfonn the task alone. In the final stage, the teacher
fades from the task until the student is actually doing the task alone. The process in this
model can be compared to a parent who is teaching a child to ride a bicycle. First the
parent holds the child steadily upon the bicycle until the child can balance and ride alone.
Then the parent lets go allowing the child to ride by himself, often with the child not even
realizing the parent has ceased helping him. According to Dewey (1938), excessive
reliance upon others, like teachers, for data is objectionable because the book or the
teacher will supply solutions ready-made, rather than giving material that the student has
to adapt and apply to the question at hand for himself or herself.

Why was the cognitive apprenticeship model so important in this service learning
project? This model, this methodology, proved to be important because it led the
students to become self-learners as they constructed their own learning experiences by
working cooperatively in their selected groups. The methodology used in these projects
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is reflective in pan of the philosophical framework of social constructivism which traces
its roots back to John Dewey. Social constructivism is a way of building knowledge
through reflection, social interaction, and inquiry (Hirtle, 1996).
During my Pilot Study, I found that, although the cognitive apprenticeship model
was imponant, it would have been to no avail had the students not been trained in the
skills of creative problem solving. The creative problem solving process (Torrance,
1995) implemented by the students was the mechanism, the vehicle, which transponed
the students in my Pilot Study from problems to solutions, from plans to action. The
students in this study were, however, only loosely familiar with the creative problem
solving process. They were not skilled in the process nor were they familiar with most of
its component pans. This was their first experience with creative problem solving, so it
had not become a habit of mind. They were very awkward in expressing the process, and
more awkward in enacting it. This factor impacted the outcomes of this study. The
students, though empowered within the classroom itself, did not become empowered
within the community.
In addition to creative problem solving, reflection was a method which moved the

students' experiences in my Pilot Study into productive learning experiences. In service
learning, reflection is defined as "'the use of creative and critical thinking skills to help
prepare for, succeed in, and learn from the service experience, and to examine the larger
picture and context in which the service occurs" (Kinsley & McPherson, 1995, p. 100
101). Reflection refers to those thinking processes that are responsible for converting
service learning experiences into productive learning experiences. It is the use of creative
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and criticai thinking skills that can help youth prepare for and be successful in., as well as
learn from, the service experience (Kinsley &. McPherson, 1995).

In the Essential Elements ofSeryice-Learoing (Toole, Conrad, &. Nelson, 1998)
developed by the National Service-Learning Cooperative, Essential Element 10 in Cluster
III relates specifically to reflection. It states, "Student reflection takes place before,
during and after service. uses multiple methods that encourage critical thinking. and is a
central force in the design and fulfillment of cunicular objectives" (Toole, Conrad. &.
Nelson, 1998. p. 18). Sheckley and Keeton (1997) have also placed a very high priority
on reflection through the use of reflective seminars. In every service learning experience,
they asserted, learners will encounter surprises that can disconfinn their expectations.
According to them, in order to learn from these surprises, learners need assistance from
instructors in order to fully understand the meaning of the experience and, thus. to evolve
into a more developmentally complex understanding of their experiences. The weekly
group meetings, the journal activities, the plan books, timeline, and scrapbook provided
the students involved in the Pilot Study with ample opportunities for reflection.
The students in this study had little opportunity for reflection which led to some
confusion about both the goals and accomplishments of the project. In addition to
working on this project in their gifted class, they were involved in other types of
academic enrichment activities such as participation in writing competitions and a study
of Russian art. Time was limited as it is in many gifted classrooms. Reflection was one
activity that was pushed aside for the most part because. as 'he teacher implied, there just
wasn't enough time to get it all in. As a result, the students did not evolve into a more
developmentalty complex understanding of their experience. They did come away with
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an individual understanding of the experience; it was. however, not consistent from
srudent to srudent. nor was it always consistent with the facts of the project.
Conrad and Hedin (1987) in an oft-cited passage bring home the importance of
reflection to a service learning experience.
To say that experience is a good teacher ... does not imply that it's easily or
automatically so. If it were, we'd all be a lot wiser than we are. It's ttue that we
can learn from experience. We may also learn nothing. Or we may, like Mark
Twain's cat who learned from sitting on a hot stove lid never to sit again, learn
the wrong lesson. (p. 39)
The Dvnamics of Attitudes
The attitudes category resonated how imponant these students' project was to
them. The students' sense of accomplishment was puissant. They recognized both the
respect they gained toward their community and the respect they garnered from their
community as being very important. These attitudes combined with personal and social
development and empowennent within the classroom furthered the students'
commitment. Without their professed attitudes. it is doubtful that the students would
have felt as committed to the project.
The Dvnamics of Student DevelQpment
The student development category included the subcategories of Academic and
Intellectual Development, Personal Development, and Social Development. It is
imponant to develop an understanding of what attributed to the growth in student
development in this service learning project.
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Development occurs as individuals strive to create more satisfying and complex
ways

to

understand and act upon their environment. The advantages to service learning.,

as well as any type of experiential education, is that it counters the distancing abstraction
of much classroom instruction by putting information into context with real-life
applications that any fact or principle must have ifit is to have genuine and useful
meaning to the individual (Conrad & Hedin, 1981). "In a certain sense every experience
should do something to prepare a person for later experiences of a deeper and more
expansive quaJity. That is the very meaning of growth, continuity, reconstruction of
experience" (Dewey, 1938, p. 47).
The Dynamics of Empowennent
A type of personal development outcome likely to take place across differing
types of service learning experiences involves increases in feelings of self-efficacy and
self-esteem. Self-efficacy refers to one's perception that he has the ability to bring about
certain desired outcomes. Service learning helps to develop those skills, skills that are
then used to make a difference in the lives of others or in the quality of the community
(Waterman, 1997).
The difference between self-efficacy and empowerment involves action. Whereas
self-efficacy refers to one's perception concerning his ability to bring about cenain
desired outcomes, empowerment refers to the power or authority that has been given
which has brought about certain desired outcomes. The operative term with self-efficacy
is belief that something can happen; the operative term with empowerment is knowing
that something can happen because it has happened.
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The combination of methodology with the cognitive apprenticeship model as a
basic structure, the use of advanced creative problem solving skills, and frequent use of
formal reflective activities, personal and social development, attitudes, and commitment
ultimately led to empowerment for the students in my Pilot Study during their service
learning projects. According to Conrad and. Hedin (l991b), "The greatest power of
service is that it reveals that one is not powerless, that a contribution can be given, a
difference made: 'I can do something, 1 am significant'" (p.82).
Community Action service learning projects, by guiding students to take control
of their own learning, training the students in creative problem solving, providing
opporrunities for formal reflection, and giving them opportunities to take action in their
communities, help students to become empowered. The students don't just create a plan
to impact their communities, they implement that plan. They take action, thereby
becoming empowered to make a difference in their world. According to Dewey (1916),
"Schools require for their full efficiency more opportunity for conjoint activities in which
those instructed take part, so that they may acquire a social sense of their own powers and
of the materials and appliances used" (p.48).
Although empowerment emerged during this project, it did not seem to go beyond
the school walls. The teacher unquestionably empowered the students within the
classroom and did not deny the students the opportunity to become empowered in the
community. However, there seemed to be an inherent problem with this project. These
students, the Hartwell's Helpers, were helping the DDA, the community. The operative
word is "helping". They were given assignments by the community; they did not go to
the community with their own plans and solutions. Thus they never internalized that they
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had power at all in the community except to carry out the jobs they were given-to help.
Even though it was their idea to create the CD-ROM, the pathway to that pan of the
project was paved with servitude to the DDA.
This may also explain why they viewed the projects as diSCTete and not an overall
project to improve their community. They looked at the Main Street Monster Mash, the
Christmas Tree Lighting Ceremony. the Walking Tour, the CD ROM, and decorating the
float as separate projects that they, the Hartwell's Helpers, participated in. During the
focus group interview, I asked the students, "What did you do on the project?" One
student responded, "Which one? The Monster Mash?" According to Ms. Smith, "When
they [DDA] ask us, we [Hartwell's Helpers] do it." The difference can be likened to that
of a servant versus a master. The students entered into the project in a role of servitude.
It is a role they could not seem to canven into the role of master.

It also cannot be overlooked that these students were not experienced in the
creative problem solving process. They learned it quickly in order to get started on the
project, but they were only loosely familiar with the process. It, therefore, seems logical
that given problems during the course of the project, they would be ineffective in
overcoming them. Yes, Eastern Europe overthrew the shackles of communism.
However, after they had attained their freedom, they did not have the skills to solve the
new problems that arose. Many were unable to function without the restrictions of the
past. It seems an analogous situation to the Hanwell's Helpers. They had never been
given the opponunity in school to make decisions before this project. So without
proficient skills in creative problem solving, empowerment in the community could not
emerge.
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In addition to insufficient skills in problem solving, the students had few
opportunities for formal reflection during the project. The students were in two separate
classes the first year with an extreme amount of competition which caused conflict
between the classes. During the second year, they not only were in separate classes, but
they also had different teachers. Compound that with the fact that one of the teachers
was clueless about the specifics of the project and did not appear interested in finding out
nor in helping the students in any way concerning the project_ Add to all that the lack of
adequate formal reflective activities, and you get confusion about what is going on, what
it all means, and students, willing to help, but not empowered to make a difference
outside the prescribed bounds.
The Dynamics of Commitment
This service learning project was selected by the students based on their
assessment of problems and needs of the community~ it was not teacher-assigned.
Because the students had ownership of the selected project from the outset, commitment
to it was more likely to occur. After identifying their project area, they had to research it
thoroughly in order to both understand it and then find solutions to the problems they
di scovered. According to Torrance, Murdock, and Fletcher (1996), as people dig deeper
into a problem, look at the issues from many sides, and try to find a solution beyond the
obvious, they create greater commitment and emotional involvement. Which is exactJy
what these students did.
The development of the attitudes as well as student development also seemed to
enhance the students' commitment. The personal and social development intensified the
commitment because as growth in areas such as self-development, understandings and
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perspectives occurred, the srudents became more skilled and more confident.
Commitment developed for these students because the srudents felt more capable of
perfonning the tasks as the project evolved.
Effects of Celebration
According to the National Service-Learning Cooperative's EssentiaJ Elements of
Service-Learning (Toole, Conrad, & Nelson, 1998), celebration is a critical component of
service learning that supports both learning and service. Essential Element 11 in Cluster
ill states, «Multiple methods are designed to acknowledge, celebrate and further validate

student's service work" (p. 19).
Celebration refers to providing opportunities "<to recognize the positive
contributions of youth to the community" (Toole, Conrad, & Nelson, 1998, p. 19). At the
lower level, Level L of this essential element the teacher and students take the time to
reflect on what they have done and to recognize the srudents for their efforts. At Level IT,
others are invited into the class to recognize the students' contributions; at Level ill, all
of the above listed items are included in addition to recognition for the students' work
outside of the class by a wider audience. Level IV, the highest level, states, "A new
vision emerges of the role of youth in society, as a valuable resource to their
communities, as providers of and not just recipients of service" (p. 19).
This study points to the imponance of this element to service learning. Many
involved in service learning have viewed celebration as just a pizza party or giving the
students a certificate for their contribution. This is important to do; however, the higher
levels of this element can be paramount in enhancing student development Celebration
in this study was provided by participation in the International Future Problem Solving
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Program. From providing needed reflective activities, to validating the students'
contribution to the community, in this project, celebration was the icing on the cake. the
candles atop the cake, and the smiles of the children's faces as the candles were blown
out.

Implications

This study has certainly not answered all the questions educators might have
about the value of service learning for gifted youth. Nevertheless, its findings do contain
implications that merit consideration for the education of the gifted, for service learning
in general, for future research, and for the community.
The findings of this study offer certain implications for the education of young,
gifted adolescents. From allowing the students to detennine their own course of study to
enabling them to experience and experiment with how things work and are done, this
higher degree of service learning.. Community Action, was very meaningful to these
youths. This interdisciplinary approach offered strong affective and process components,
and helped to sensitize these gifted adolescents to community problems and needs
(Passow, 1989).
The findings of the study relate to other successful curricula approaches for the
gifted that illustrate the importance of centering on students, accentuating their strengths,
and valuing their interests (Baum. Renzulli, & Hebert, 1994). This Community Action
service learning project reflects Renzulli's (1977) Type ill Enrichment activities in the
involvement of the collection of raw data, the application of problem solving techniques,
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the use of research strategies of firsthand investigators, and the presenting of the findings
to real audiences. In addition to connecting to all of the elements of Type ill enrichment
activities, the findings from this study point to a higher level, perhaps a Type IV
experience, which goes beyond just presenting the findings to a real audience. The
students involved in this Community Action service learning project went far beyond just
the presentation stage. Combined with presenting their findings, they also implemented
their plans, and they had a direct impact, not only on a real audience, but also on their
community as welL
From these findings, it is clear that methodology is impoRant in service learning
activities. Providing opportunities for service learning is not sufficient when trying to
help gifted students perfonn to their maximum potential. Only through a conscious effon
to lead students toward self-learning and independence; to give them opponunities to
work cooperatively; to teach them the skills of creative problem solving; to provide
ample, fonnal reflective activities; and to provide opportunities for celebration can gifted
students reach the highest levels of learning and of service during a service learning
expenence.
These findings also illustrate the impact that Community Action service
learning projects can have on young, gifted adolescents. What the students in this
case study experienced in their service learning project was real, tangible, exciting,
and it translated into positive results for both the students and the community. This
study illustrates how effective service learning can be as a differentiated curriculum
for young, gifted adolescents by connecting them to real-world situations that lead
to authentic learning.
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Why is it imponant that gifted students connect to real-world situations? Gifted
students need more from their schooling than a simple regurgitation of facts from a
teacher or a textbook. According to Sternberg (1996). "A problem arises when advanced
students or career aspirants have to stan thinlcing in ways that they have not been
conditioned in schools to think-that is, when they need to stan rurning out their own
ideas rather than parroting or analyzing other people's ideas" (p.136). The Community
Action service learning project examined in this study provided these gifted students with
opportunities to think. create, analyze, and implement their own ideas, thereby preparing
them for life. By recognizing and developing the particular talent strengths of gifted
students, as occurs in Community Action service learning projects, we can do a better job
of meeting their needs (Feldhusen, 1995).
Additionally, the findings from this study have implications for service learning.
The fundamental difficulty with service learning according to Conrad and Hedin (1991a)
is that it is not a single or easily definable activity such as taking notes in a class. For one
thing, the terminology associated with service learning-authentic learning, community
problem solving, youth community service, community service learning, experiential
learning, apprenticeship, internship, volunteerism-is unclear to many educators and is
often mistakenJy used interchangeably (Furco, 1994). Conrad and Hedin (1991a) stated,
-'The term youth community service represents a wide array of programs operating under
an equally wide array of assumptions about their impact" (p. 745).
These findings which included the impact upon the community point to the
significance of incorporating Community Exploration (see Figure 1) activities such as
internships and other types of exploratory community involvement practices under the
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service learning umbrella. By including both direct and indirect impacts upon the
community, service learning becomes more inclusive than exclusive. Rather than
eliminating activities included in Community Exploration as well as Community Service
(see Figure 1) from the service learning arena as some service learning advocates suggest
(Stanton, Giles & Cruz, 1999), we should be including all activities that incorporate the
community into student learning. By typing the activities according to the degrees of
service to the community and learning by the students. inclusion should be beneficial to
the service learning movement.
Along these lines, Lewis (1988) stated that further distinctions are necessary as
well as consistent classification of types of service learning projects in order to provide a
concepruaJ framework: that will clarify what youth service learning means, what its goals
are, and how to both measure and evaluate them. The service learning typology used in
this study which is based on degrees of student involvement (Terry & Bohnenberger,
1999) provides a basic, easy-to--understand framework for classifying service learning
projects. Whereas the National Service-Learning Cooperative's benchmarks provide a
"professional developmental map" (Toole, Conrad, & Nelson, 1998, p.6) for service
learning, its 30-page map is intended for practitioners who are looking for ways to assess
and deepen their work. For those who are seeking effective programs to implement and
initially need a basic conceptual framework:, these benchmarks could be overwhelming.
Hand-in-hand, however, the current service learning typologies and benchmarks should
he! p to provide clear distinctions and guidance for those interested in implementing
service learning into the cumculum.

223

Recommendations

By categorizing service learning based on student involvement in service.
learning, and the community. not just on where it takes place or how it is integrated into
the curriculum, will we be able to incorporate it more effectively into schools? By
distinguishing terminology and types. can we pinpoint the outcomes of service learning
projects more accurately and effectively? By understanding the types of projects and
their outcomes. would service learning be more likely to be incorporated into curriculum
for the gifted? By sensitizing gifted and talented youth to be concerned about problems
in their communities, might they devote themselves to developing their specialized gifts
and talents to making contributions toward solving the serious problems facing our
world?
This study points to the importance of using a developmental approach to service
learning. There is a need to look beyond the isolated service experience and implement a
sequential approach to service learning. Schine (1997a) has suggested that students.
following a developmental approach, would progress from simple group projects in early
years through increasingly complex sequences as they learn skills of service and assume
greater responsibility for initiating, planning and carrying out service learning projects.
The service learning typology used in this study (see Figure 1) can. perhaps, be effective
in helping to attain that goaL
Developing specialized gifts and talents in solving problems in our world is
synonymous with service learning. With talent development in the spotlight in the
educational circles (Friedman & Lee, 1996), investigating service learning in relation to
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talent development is a path needing to be blazed in the field of gifted education.
Research is also needed in order to differentiate between types of service learning based
on the degree, the intensity. of student involvement in the community. in learning and in
service as well as the duration of the service leaming projects. Even though research has
focused on the duration of the service leaming project in relationship to student outcomes
(Conrad & Hedin, 1981), the relationship between duration and impact on the community
is still in need of investigation.
In addition, further research is needed to determine outcomes for a diversified

culture of students, including, but not limited to African-American students and students
diagnosed with ADfHD. Research is also needed to examine and validate existing
frameworks before professing any general claims concerning the outcomes for students
engaged in service learning activities.

Conclusion

We desperately need to help our gifted students develop a sense of
community-to get an early glimpse of what the real world is like by helping them to
develop a personal interest in their community. According to Passow (1989), gifted
children have the potential for greater and more profound social, moral. and ethical
concerns. "We enhance our gifted students' knowledge but avoid helping them think
about the morality of that knowledge. We speak of preparing students for life in the 21 $I
century but use the subject-matter of the past without teaching them the skins offuture
studies" (p. 6).
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Service learning effectively addresses relevant educational concerns in the
education of the gifted as this study illustrates. As the United States Secretary of
Education Richard W. Riley stated,
In the United States, we have a pressing need to reconnect our families with their

schools. and our schools with their communities. We must reinvent a sense of
community if we want our schools to achieve their full potential. bringing
together adults. children. teachers, and other members of the community in an
effon to improve student learning. responsibility. and citizenship. (Kinsley &
McPherson, 1995, p. viii)
During the 21 51 century, we may be faced with more problems than our
communities can handle, from social concerns to environmental disasters. With
government becoming increasingly ineffective in dealing with many of society's
problems, our best answer to solve our community's problems may be through our gifted
youth. And as we have strived to improve both the procedures for identification of our
gifted youth and services to them during the closing years of the 201h century. we need to
recognize the potential benefits of service learning for this population of students during
the 21 st century.
Instead of the relationship of separateness that exists now between youth and
community, we need to develop a symbiotic relationship of mutualism in which youth
and the community rely mutually on one another. Perhaps the old African proverb, "It
takes a village to raise a child," will coexist with a new American proverb, "It takes a
child to raise up a village."
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APPENDIX A

CORRESPONDENCE WITH PARTICIPANTS AND CONSENT FORMS

Initial Letter to Parents Concerning Project

10/16/98

To:

Parents of Han County Middle School gifted students

From:

Alice W. Terry

I am a doctoral student at the University of Georgia doing research on the impact that
community projects have on middle school students. [Ms. Smith] has proven herself to
be an outstanding teacher of community action projects. She has graciously agreed to
share the experiences of her classes with me in this research study. I, of course, need to
get permission from you, the parents, and the students before proceeding.
[ will be involved in observations in her classrooms on two or more occasions as well as
accessing the students' reflections concerning their projects and school records. Later in
the school year, I may interview some of the students. Permission to do this will be sent
to you prior to that. Both you and your child must agree to do the interview at that time.
The students will be given fuji anonymity in all areas of this research study.
Attached are two copies of two permission forms--one for you and the other for your
child. Please sign both. keeping one copy of each and returning the other copy of each to
[Ms. Smith] by your child.

I look forward to the possibility of working with [Mrs. Smith] and her outstanding classes
as they set about to make a real difference in the world. Thank: you for your
consideration in this matter. I will, of course, make the results of the study available to
you in the future if you so desire.
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Consent Form for Participation in Research Study
give my consent for my child
to participate in the
research entided What is Ihe effoct of Community Service projecls on student learning and
developmenl in the middle years? which is being conducted by Alice W. Terry through the
Department of Educational Psychology at the University of Georgia, 706-245-8332. I understand
that this participation is entirely volUDtary; lor my child can withdraw my consent at any time
without penaJty and have the resuJls of the panicipation, to the extent that it can be identified as
my child' s. returned to me, removed &om the research records, or destroyed.
The following points have been explained to me and my child:
(1 )

The reason for the research is to uncover the effects that having been involved in
a community service project have had on my child and other children.

(2)

The procedures are as follows:
The researcher will access documents, such as journals, plan books, testing
information, and written assignments that relate to the project, for use in this
research project. The researcher will inform your child that at any time during the
research project, he/she may decide not to be a pan of the study. The researcher
will honor these wishes to be removed from the study and will take out all
references to my child's views and statements.
The researcher will be observing the class where my child is involved in the
community service project. The researcher will not interfere in any way with the
class during these observations. Notes will be taken by the researcher during the
observation period. and she will later transcribe the results of these observations
for use in the research project.

(3)

No discomforts, stresses, or risks are foreseen from participation
experience.

(4)

The results of this participation will be kept confidential. They will not be
released in any individually identifiable form without my prior consent, unless
otherwise required by law. AU direct references to my child's identity will be help
confidential; a pseudym will be given to my child to help provide confidentiality.

(5)

The researcher will answer any further questions about the research, now or
during the course of the project and can be reached by telephone at 706-245-8332.

Signarure of Researcher

Date

10

this
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Signature of Parent or Guardian

Date

Please sign both copies of this form. Keep one and return the other to your child's
teacher, [Ms. Smith] • teacher of the gifted. Han County Middle School.
Research at the University of Georgia that involves human participants is overseen by the
Institutional Review Board. Questions or problems regarding your rights as a participant
should be addressed to Julia D. Alexander. M.A., Institutional Review Board, Office of
the Vice President for Research, University of Georgia, 606A Boyd Graduate SbJdies
Research Center, Athens, Georgia 30602-7411; Telephone (706) 542-6514; E-Mail
Address JDA@ovpr.uga.edu.
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Assent Form for Participation in Research Study
L
, give my consent to participate in the research
entitled What is the effect of Community Service projects on student learning and
development in the middle years? which is being conducted by Alice W. Terry through
the Deparunent of Educational Psychology at the University of Georgia, 706-245-8332. I
understand that this participation is entirely voluntary; I can take back my consent at any
time without a problem and have the results of the participation, to the extent that it can
be identified as mine, rerumed to me, removed from the research records, or destroyed.

The following points have been explained to me:
(1)

The reason for the research is to uncover the effects that my having been involved
in a community service project have had on me and other children.

(2)

The procedures are as follows:
Mrs. Terry, the researcher, will be able to use infonnation of mine such as a
journal, plan book and other types of wrinen documentation that I help create
during my participation in my community service learning project with [Ms.
Smith] . Mrs. Teny has also infonned me that at any time, I may decide to back
out of the project, and that will be okay.
Mrs. Terry may come to one or more of my classes and observe me and others in
the class while we work on our community project. Mrs. Terry will not interfere
with what we are doing; she win only observe us and take some notes on what she
sees.

(3)

No discomfons, stresses, or risks will happen to me from participation during this
experience.

(4)

The results of this participation will be kept confidential. AJl direct references to
my identity will be held confidential; a pseudym (another name) will be given to
me to help provide confidentiality.

(5)

Mrs. Terry will answer any further questions about the research, now or during
the course of the project, and can be reached by telephone at 706-245-8332.

Signarure of Researcher

Date

Signarure of Participant (minor)

Date
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Please sign both copies of this fonn. Keep one and return the other to your child's
teacher, [Ms. Smith], teacher of the gifted, Han County Middle School.
Research at the University of Georgia that involves human participants is overseen by the
Institutional Review Board. Questions or problems regarding your rights as a participant
should be addressed to Julia D. Alexander, M.A., Institutional Review Board, Office of
the Vice President for Research, University of Georgia, 606A Boyd Graduate Studies
Research Center, Athens. Georgia 30602-7411; Telephone (706) 542-6514; E-Mail
Address IDA@ovpr.uga.edu.
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CORRESPONDENCE with P ARTlCIP ANTS at the CONCLUSION of the STUDY

2/29/00

Dear [participant],
I would like to thank you so much for your help with my research study. Your input was

invaluable! I am very excited about the results of the study and wanted to share them
with you.

I hope you will read over this an<L if you disagree with my interpretation in any way,

please let me know. It is important to me that I represent with accuracy this wonderful
project you, the Harwood's Helpers, did. It is so special to me to be able to be your voice
in letting others know what a dynamic contribution you students have made to your
community.

If you have any questions or wish to present an interpretation other than the one I have

presented, please call me at 706-245-8332. I want to make sure that you are in agreement
with the results.

Again, thank you so much for sharing your project with me. I hope that it is still
progressing well. Good luck in the future!

Very Sincerely,
Alice W. Terry

APPENDIXB

IN1ERVIEW GUIDES

Interview Guide for Focus Group

This is a tentative guide: the main focus is to get to the essence of what the students
thought was the most imponant pan of the project. These questions are just guides if
needed to get the srudents to open up.

1.

What was it like for you, working on the community project?
Probe: Anything else?

2.

What did you do on the project?
Probe: What did you accomplish?

3.

How does it feel when you can accomplish something like that?

4.

What was the most important part of the project for you?

5.

If another community project like this was being designed, do you think you

would want to participate?
Probe: Why (or Why not?)
Probe: Well, if you could get to do another project, what kind of project should it
be? (keep probing and encouraging, «That's really interesting! Why should it be that
way? or "What's important about doing it that way?)
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6.

If a friend of yours had the chance to be pan of a community project like this,

what advice would you give himlher/them?
Probe: What are the advantages?
Probe: What are the possible problems; what should they be careful about?
Probe: Do you think people treat the kids in a project like this any
differently than they treat ordinary kids? If so, what was the difference
7.

Tell me about how the class was set up to work on the project.
Probe: What about this design was helpful?
Probe: What about this design was a problem?
Probe: How does this design compare to designs in most of the other classes you
participated in during your middle and high school years?

8

How did the teacher conduct the class compared to other teachers in other
classrooms of which you have been a pan?

9.

What skills do you think doing this project helped you with?

10.

What other type things do you think doing this project helped you with?

11.

Is there anything you can think of that I didn't ask about that I needed to ask?
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Individual Interview Guide

Begin by getting personal information from kids-activities-school
information-interests-grades-Beta Club and other clubs? Discuss attitudes
about Hanwell's Helpers.

•

What has it been like for you, working on the Hartwell's Helpers project?

•

Probe: Anything else?

•

What did you do on the project?

•

Probe: What did you accomplish?

•

How does it feel when you can accomplish something like that?

•

Can you tell me a littJe about what it's like being in different classes ofHartwel1's
Helpers and working on the same project? Problems? Advantages? This year? Last
year?

•

If you had to put a check by how much you learned in the Hartwell's Helpers project,
do you think would check.,
*1 have learned as much in Hartwell's Helpers classroom than in the more traditional
classroom, or
*1 have learned more in the Hanwell's Helpers class than in the more traditional
classroom? or
*1 have learned not learned as much in the Hartwell's Helpers class than in the more
traditional classroom?

•

What was the most important pan of the project for you? Most exciting part? Most
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•

frustrating part? What about working in different classes on the same project? How
has that been?

•

If another community project like this was being designed, do you think you would
want to participate?

•

Probe: Why (or Why not?)

•

Probe: Well, if you could get to do another project, what kind of project should it be?
(keep probing and encouraging-"That's really interesting! Why should it be that
way? or "What's important about doing it that way?)

•

Tell me about the trip to Michigan for the International Future Problem Solving
Conference.

•

Ifa friend of yours had the chance to be part ofa community project like this, what
advice would you give himlher/them?

•

Probe: What are the advantages?

•

Probe: What are the possible problems; what should they be careful about?

•

Probe: Do you think people treat the kids in a project like this any differently than
they treat ordinary kids? If so, what was the difference

•

From the time that you started working on this project until now, how have people
responded to you?

•

Probe: Was there a difference in the response from the outset as compared to the
end?

•

If so, what was the difference?
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•

What would you say to someone who came up to you and said the Hartwell's Helpers
wasn't really learning at all-not school-type things-that all you did was have fun
and play.

•

Probe: What about school-type learning?

•

What other type things do you think doing this project helped you with?

•

How do you think the things you learned from this project will help you 10 or 15
years from now?

•

Some people might say kids can't really make a difference in a community. What
would you say to them?

•

Some people might also say that Mrs. Smith is doing the work not you kids. How
would you respond to that?

•

Is there something you would do differently as far as the project is
concerned if you had the chance? What?

•

As an adult., do you plan to get involved in the community? If so-do you think your
panicipation as a Hartwell's Helpers has affected you in that way?

•

Is there anything you can think of that I didn't ask about that I needed to ask?
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Interview Guide for Teacher

•

Tell me about your project-the origins, purpose, etc.

•

What is your feeling about facilitating service learning in your classroom?

•

What specific techniques, strategies have been helpful to you in service learning?

•

What are the benefits of service learning to students?

•

What are the liabilities of service learning to students?

•

What problems have you had with facilitating service learning?

•

What positive things have come out of your experience with service learning?

•

How is you class--teaching strategies-methods- structured around service
learning?

•

What advice would you give to other teachers planning to get involved in service
learning?

•

How does Learn and Serve impact service leaming in school?

•

Do you plan to continue service learning in the future? Why?
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Interview guide for Principal

•

Does HCMS have the middle school incentive grant?

•

Are you familiar with the for service learning project at this school? If so..... .

•

Are you familiar with the for service learning project at another school where you
were? Ifso..... .

•

SACS? Mission statement? Philosophy?

•

What is your opinion of service learning?

•

What learning do you think the students are getting as a result of their service
learning project?

•

Find infonnation about:
School info
Racial & ethnic %
Socio-economic
Awards
History of service learning in school
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Interview guide for Community Participants

L

Tell me about your involvement with the project?
Probe: How long have you been involved?
Probe: what have you noticed about the group? The project? The community?

•

What do you see as the perceived impact of the project on the community?

•

What has been your interaction with Hartwell's Helpers?
Probe: What are your plans for continuance? Are there any? Why? Why not?

•

Have you ever been involved with a group like the Hartwell's Helpers in other places
you have worked?
Probe: If any, what are the benefits to the community that you see?

•

Did Ms. Parsons tell you about these kids, this project. before leaving her job as DDA
director? If so, what?

•

The Monster Mash was canceled this year. Can you tell me why?

•

Do you have any plans for the future to involve the Hartwell's Helpers with any
projects?
Probe: Why? Why not?
Probe: If so, what are these plans?
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Interview Questions for parents

•

Can you tell me a little bit about [student's name]?

•

What's he like? What does he like to do? What does he NOT like to do?

•

Explain [student's name] experience in school, both generally and specifically if there
are any specifics you can think of.

•

Tell me what you can about the Hartwell Helpers that [student's name] is a part of.

•

Explain [student's name] involvement with the Hartwell's Helpers.

•

Has [student's name] expressed any feelings or thoughts about his role in the

Hartwell's Helpers? If so tell me what he has expressed.
•

How do you think [student's name] involvement in the Hartwell's Helpers has
affected him? Why? How?

•

Have you noted any changes in [student's name] that you might attribute to his
involvement with the Hartwell's Helpers project? What? How?

•

[student's name] was one of the students who attended the FPSP Bowl in Ann Arbor,
Michigan last summer, I understand. Relate [student's name)'s experience if you are
aware ofit. What specifically did [student's name] say to you about the experience?

•

How did [student's name)'s participation in the International Future Problem Solving
affect him, if at all?

•

What skills, ifany, has [student's name] acquired through his participation with
Hartwell's Helpers?

•

As far as school is concerned, does this project differ from most of (studenfs name]'s
experiences in school? Is this a positive thing? If so, how?
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•

Given the opportunity. would you like to see [student's name] involved in another
project like the Hanwell's Helpers project in the future? Why?

